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INTRODUCTION

The Minneapolis Public School system has had a Spanish
language component since the early 1970's. Originally designed to
increase the attractiveness of an inner-city school and to help meet
desegregation guidelines, the program proved popular and has grown
in the intervening years to where it now includes 2,200 students and
33 teachers in 5 schools. In 1985 the World Languages Consultant
for the Minneapolis Public Schools obtained a grant from the State
of Minnesota to start a partial immersion program. Teachers were
asked to teach social studies, science and mathematics using the
Spanish language. The grant lasted two years over which time
eleven units of new materials were developed. Although largely a
successful program, a number of concerns were raised about various
components of the programs. In the fall of 1988, the following
issues were identified (Monson, 1988, pp. 2-3):

1. Sparish teachers in the Minneapolis Public Schools
needed additional skills to teach in an immersion setting.

2. The teachers needed to learn additional activities to
increase student learning in Spanish.

3. All Spanish teachers needed to increase their proficiency
in the language. Some were felt to have serious
deficiencies.

4. The science activity packaps, a fundamental part of the
science curriculum, needed to be translated into Spanish.
Learning materials needed to be developed to teach
comprehension of xience vocabulary in Spanish.

5. Th..'3 Spanish language programs needed to be further
developed. They needed to include a better definition ot
their scope, sequence, and boundaries. The programs
needed to teach Spanish language vocabulary, reading,
and writing skills for social studies and science content.

YEAR ONE

Given these needs, and the desire to improve the elementary
Spanish language program in the Minneapolis Public Schools, a
proposal was developed by Lee Lundin, Consultant, World Languages,
MPS, and Millie Park Mellgren, Assistant Professor, Second
Languages, University of Minnesota.
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IObjectives

I This project was approved for a two-year period from August
1, 1988, through July 31, 1990. The first year of the project is
summarized in this section. The complete report (Millgren, 1989) is

Iincluded in this report as Appendix A.

ieAdt: the start of the first year, the following objectives were

1
1. To improve the effectiveness of elementary school

teachers who teach subject content in the Spanish
language in partial immersion and content-based

Iprograms.
2. To improve the Spanish skills of elementary school

I teachers who teach the content curriculum in the Spanish
language.

3. To improve the satisfaction of elementary school

1 teachers in Spanish immersion and content-based
programs.

I 4. To prepare science curriculum materials in the Spanish
language for grades K-6.

5. To improve the Spanish language and subject content

I performance of children in grades K-6 who learn part of
the district curriculum in the Spanish language.

6. To improve student satisfaction with their performance
Iand learning experience in Spanish partial immersion and
content-based programs.

1
(Monson, 1988, p. 3)

Results and Ace% nplishments

IIn the first year of the project, the following tasks were
completed (Mellgren, 1989):

1
1. Eleven science units were translated into Spanish,

I bringing the total number of units available to 22. (See
Volume Two of this report for the 11 units translated
during the first year of the project.)

I 2. Six half- or full-day and one week-long workshops were
conoucted for teachers.

3 Four language practice sessions were offered to
Iteachers.

1 ,
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4. Six curriculum development days were offered to the
Spanish teachers.

5. Two curriculum planning sessions were held with
teachers.

6. Peer observations were completed.
7 Fifth and sixth grade students were tested for Spanish

proficiency.
8. Parents and teachers were interviewed.
9. Teacher performance data were gathered through

observation.

It was concluded that this grant had facilitated a number of
beneficial changes including: the creation and refinement of the
Spanish curriculum at participating schools, the development of
curriculum strategies, and formalization of the language arts
curriculum. Furthermore, the teachers appreciated the
opportunities, encouragement, and guidance offered through the
grant (Millgren, 1989, p. 4).

YEAR TWO

After one year of involvement in this p:Jject, Professor
Mellgren left the University of Minnesota. Additionally, none of the
assistants working on the project were available to continue the
project. A new team from the University was selected to complete
the project.

Dr. Gary McLean, Professor and Coordinator, Training and
Development, and Dr. Dale Lange, Professor of Second Languages and
Associate Dean, College of Education, were selected as Principal Co-
Investigators. The World Languages Consultant for the Minneapolis
Public Schools, Lee Lundin, agreed to continue to work with the
project. Four consultants were also hired to help with the project.

3
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Objectives

Because of the changes in personnel and the expressed needs of
the Spanish teachers after the first year of the grant, the original
proposal W3S reviewed and revised. The objectives for the second
year of the project were:

1. To improve the quality of teaching within the Spanish
partial immersion environment.

2. To improve the satisfaction of elementary school
teachers who teach within the partial immersion
environment.

3. To develop a three- to five-year plan for additional
program, curriculum, and organization development for
the partiai immersion program as it expands to include
grades seven and eight.

4. To complete the development of Spanish-language
science curriculum materials for Grades K-6.

5. To begin the development of language arts curriculum
materials in the Spanish language for Grades K-6.

6. To improve the Spanish language performance of children
in Grades K-6 who participate in the partial immersion
program.

7. To improve the subject content performance of children
in Grades K-6 who participate in the partial immersion
program.

Methodology

Toward these objectives, a number of activities were planned
and developed. Each teacher in the partial immersion program wa:.
to work in cooperation with project consultants and the World
Languages Consultant to develop an Individualized Learning Plan.
Peer coaching and individual meetings with project personnel would
encourage teachers in carrying out the aspects of the plan and
provide feedback on progress. Several other specific activities were
planned in cooperation with the school principals and the World
Languages Consuitant fcr the Minneapolis Public School District.
These activities included the following:



Objective 1

Teacher improvement in teaching the Spanish language would
be encouraged by teachers:

a.

b.

c.

d.

Participating in five half-day (for each of K-3 and 4-6)
curriculum development and strategy/resource-sharing
activities in science and language arts,
Peer coaching activities,
Visiting local area schools that are successful in
elementary school language immersion education, and
Feedback of teacher observations to the individual
teachers.

Improvement would be measured by:

a.

b.

Evaluating students' Spanish language skills by formal
testing using appropriate measures known within the
field in November, 1989, and in May, 1990, as pre- and
post-test measures. Comparisons would also be made
between the end-of-year performance of students in
fifth and sixth grades in May, 1989, and in May, 1990.
Evaluating teaching performance by comparing outcomes
on the "Elementary School Foreign Language Teacher
Observation Guide" (Curtain & Pesola,1988, pp. 194-195)
in November, 1989, and in May, 1990.

Objective 2

Satisfaction of the teachers would be improved by:

a.

b

c.

d.

Continuing monthly practioe sessions in an appropriate
cultural environment,
Conducting team building sessions with the teachers at
each of the participating schools (Ramsey, Jefferson, and
Webster) and developing a peer-coaching process through
a one-day workshop offered to each of the three schools,
Teacher participation in supportive peer-coaching
relationships, and
Monthly two-hour follow-up sessions within each school
to reinforce team-building and peer-coaching skills.

,
1 li
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I
IImprovement would be measured by:

I a. Attitude measurements in November, 1989, and May,
1990.

I Objective 3

A three- to five-year plan for additional program, curriculum
Iand organization development would be created through:

i a. Monthly curriculum workshop meetings,
b. The Principals' Advisory Group meetings to obtain their

input into the planning, as well as into the projec: as a
Iwhole, and

c. The one-day Principals' Advisory Group workshop which
Iwould focus on elementary school language learning.

Accomplishment would be measured by:

Ia: The existence of a three- to five-year plan for program,
curriculum and organization development.

I SliactiviLA

IIThe completion of Spanish-language science curriculum
materials would be acfmmplished by:

Ia. Participation in five half-day curriculum development
and resource-sharing workshops (for each of K-3 and 4-6

Iteachers),
b. Individual contracting of curriculum development by

II c.
teachers or other experts during the summer, and
Participation in the two-week summer workshop.

ilOutcomes would be measured by:

a. The existence of a completed Spanish-language science
Icwriculum for Grades K-6.

6
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Objective 5

The beginning stages of the development of language arts in
Spanish wou'd be undertaken by:

a. Teacher participation in five half-day curriculum
development and resource-sharing workshops (for each
of K-3 and 4-6 teachers),

b. Individual contracting for curriculum deve!opment by
teachers or other experts during the summer, and

c. Participation in the two-week workshop.

Outcomes would be measured by:

a. The completion of at least two units in language arts in
Spanish for each grade in Grades K-6.

Objective 6

It was assumed that the improvement of teachers' teaching
skills would improve the Spanish language performance of children
in the partial immersion programs.

This assumption would be measured by:

a. Evaluating students' Spanish language skills by formal
testing using an appropriate measure known within the
field in November, 1989, and in May, 1990, as pre- and
post-test measures. Comparisons would a!so be made
between the end-of-year performance of students in
fifth and sixth grades in May, 1989, and in May, 1990.

Objective 7

It was assumed that the improvement of teachers teaching
skills would improve the content-based performance of children in
the partial immersion programs.

Benchmark performance data do not exist for science or social
studies. They exist only for math, reading, and writing. Therefore,
accomplishment of this objective could be measured only for these
areas by:



8

a. Comparing the end-of-year performance of students in
the Spanish partial immersion envirorment in math,
reading, and writing (for which city-wide benchmark
performance exis4,$) with a raudort sample of an equal
number of students taken from the partial immersion
program Students would be matched on ethnicity and
sex, and it would be assumed that the two groups would
be approximately equal in socioeconomic status and
academic potential.

REVIEW OF THE LITERATURE

As this project had two distinct areas of focus, the team
building activities as one of the major intervention approaches used
and the language skills activities, this review of the literature is
also presented in two sections.

Team Building

An early attempt to study groups in the workplace was
conducted in 1933 by a group of Harvard University professors in the
Western Electric plant in Hawthorne, Illinois. These studies of the
relationship between ambient lighting id productivity generated
some surprising results. Impressive increases in productivity were
not the result of changes in the environment but due to the sense of
cohesion, interaction, and teamwork developed by the workers who
were studied (the now famous "Hawthome Effect"). One of the
original members of the research team, Elton Mayo (cited in Dyer,
1987) pointed out several factors which contributed to the
development of a highly productive work-team. These factors
included: 1) The supervisor had a personal interest in the
achievements of each worker, 2) the group helped determine the
conditions of work, 3) the group received feedback on their
performance, 4) the group took pride in its ac iievlments and
developed a sense of cohesion, 5) the group did not feel they were
being pressured to change, 6) the group was consulted before
changes were made, and 7) the group developed a sew , of confidence
and candor. These themes are still beins, s,-ad by managers and
researchers to this day.

In the 1960's Liked and McGregor (cited in Dyer, 1987)
sparked something of a resurgence of interest in the role of work

13
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groups. Each developed a list of characteristics of effective work
groups or teams. These lists had many elements in common
including: an open trusting atmosphere; participation by all
members of the team in decision-making and problem-solving; open
and honest communications; a sense of "belonging" to the group and
group cohesion; the ability to deal cconstructively with conflict; and
goal clarity.

More recently, other researchers have generated similar lists
of characteristics of effective teams. Hanson and Lubin (1988) list
the following characteristics of an effective team: 1) the team has
common goals, 2) the team is interested in its 'own process and
nornb, 3) it identifies available resources and uses them, 4)
members of the team continually try to listen and clarify what is
said and how it is said, 5) differences of opinion are encouraged and
freely expressed, 6) the team is willing to deal with conflict, 7)
energy is directed toward problem solving rather than in-fighting, 8)
membrsrs' roles are balanced, 9) risk taking is encouraged and the
team learns from mistakes, 10) team members are committed to
evaluating the team's performance, 11) the team is attractive to the
members who consider it a source of growth, and 12) members
develop trust and see it as the critical element for all the other
tactors.

Definition

The definition of "Team building" is not clear nor is any
particular definition universally accepted. Team building has been
defined as:

...tha attempt to assist the work group to become more
adept at its own problems by learning, with the help of a
process consultant, to identify, diagnose and solve its
own problems. The basic purpose of team building is to
provide a means hv which the members of a group can
examine their own behaviors and develop courses of
action which will improve task accomplishment (Baker,
1979, pp. 367-368).

Team building interventions seek to build competent,
collaborative, and creative work teams by removing the
barriers to effective group functioning and by helping
participants better understand and utilize the group

..
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processes associated with effective group behavior
(Boss & McConkie, 1981, p. 45).

A planned seritri of meetings facilitated by a third party
consultant, with a group of people having common
organizational relationships and goals, that is designed
specifically to improve the team's task acc 'mplishment
by developing problem solving procedures and skilIs and
then solving the team's major problems (Buller, 1986, p.
149).

We define team building as a long-term, data-based
intervention in which intact work groups experientially
learn, by examining their structures, purposes, norms,
values, and interpersonal dynamics, to increase their
skills for effective teamwork. It is a direct attempt to
assist the group in becoming more adept at identifying,
diagnosing, and solving its own problems, usually with
the aid of a behavioral science consultant (Liebowitz &
De Meuse, 1982, p. 2).

Team building may be thought of as interventions that create
and foster the development of effective teams.

The definitions of team building and organization development
are very similar.

Organization development is an effort: 1) planned,
2) organi7ation wide, and 3) managed from the top, to
4) increase orpanization effectiveness and health
through 5) planriad interventions in the organization's
`processes using behavioral-science knowledge
(Beckhard, 1983b, p. 20).

Organization development is a long-range effort to
improve an organization's problem-solving and renewal
process, particularly through a more effective and
collaborative management of organization culture --with
special emphasis on the culture of formal work teams--
with the assistance of a change agent, or catalyst, and
the use of the theory and technology of applied
behavioral science, including action research (French &
Bell, 1983, p. 27).
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Team building and organization development are, if not one and
the same, very closely linked.

When to use team building

Four occasions have been identified when team building may be
appropriate: 1) to strengthen an existing team, 2) to establish a new
team, 3) to re-form a team after a reorganization, or 4) to improve
interfaces among several teams (Liebowitz et al., 1982). Other
authors suggest that team building is appropriate whenever team
effectiveness is flagging or when there is a desire to increase team
effectiveness.

Thera are some conditions which foster the effectiveness of
team building efforts. Prerequisites for effective team building
include:

The support and commitment of the formal team leader,
support of higher level management, team members who want
to become involved, the team building effort occurs at an
opportune time, and adequate time is allowed for the team
building process (Baker, 1979).

According to Beckard (1983a), the primary goal of the team
development meeting must be explicit and well articulated.
The primary goal must be owned by the leader of the group and
understood (and agreed to) by the work group members. The
leaders goal should be the condition within which iiiird
parties (consultants) work. If the consultant is working with
a team, he or she should help the leader be explicit in defining
and sharing the primary purpose.

And, finally, according to Wesbord (1988) team building works
when: each person has a stake in a problem wF ich is
considered important, the boss is willing to take a risk to
improve team performance, all members agree to participate,
and each person in the team has a chance to influence the
agenda.

1 fi
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History of team building

The technology and methodology of team building grew out of
the "Training group" (often referred to as T-groups, sensitivity
groups, or encounter groups) work of the 1950's and 1960's (Dyer,
1987; Weisbord, 1988). The initial interest was in discovering the
interpersonal relationships between people and the effect these
relationships had on behavior. This view_was consistent with the
prevailing managemelt philosophy of the times. Researchers were
just beginning to explore the value of participative management
styles. T-groups allowed a group of strangers to examine group
process, experience group problem-solving, openly share
information, give and receive honest feedback, and build norms of
collaborative action in an environment which was emotionally
"safe." While these experiences were judged to be successful when
done with a group compose of strangers, transferring tiese
methods and techniques into an organizational setting proved to be
difficult.

In T-groups, people who were Wingers to each other often had
"a-ha" experiences which they could not describe to their co-
workers or translate into new organizational policies, structures,
systems, or procedures. When trainers tried to run Y-groups within
organizations, they found that people dredged up emotional issues
too remote from the tasks at hand. There were two major
differences between the T-groups with groups of strangers and with
mem5ers of established organizations. First, because the groups
composed of strangers had no common history or preconceived
notions about each other, there was the need to focus on the "hore
and now." Work groups did have a common history, and it was
unclear what should be the focus of the training. Second, the T-
groups of strangers had a finite existence. They were organized, did
the training, and disbanded never to meet again. The work groups,
however, had not only a common history but a common future. These
people would have to continue to work together (Patten, 1981).

Harvy and Davis (cited in Dyer, 1987) listed nine major
differences between T-groups in a laboratory setting and in an
organizational setting. They are:

1. Participants in laboratories are similar in personality
structure. Their value systems are congruent with the
values of laboratory training and laboratory trainers.

12
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People in work groups are much more diverse in their
orientation.

2. Laboratories are temporary systems. Organizations have
more continuity and long-term existence.

3. In the laboratory the challenge is to create a system. In

organizations the challenge is to change an existing
system.

4. Laboratories are social systems; organizations are
socio-technical systems.

5. Laboratories are geared toward small groups. Work
groups focus on larger organizations.

6. Laboratory trainers are line managers. Organization
consultants are staff.

7. Laboratory rewards are intrinsic; non-laboratory
organizations' reward systems are usually more
extrinsic.

8. Data are more available for laboratory settings than for
non-laboratory settings.

9. Feedback is more available and less equivocal in a
laboratory setting.

As the T-group processes were used in organizations, they
evolved in response to these differences. The training became more
focused and task oriented. In organizations the T-group approach
became team building. While the underlying values of trust, honesty,
communication, feedback, openness, and process orientation were
maintained to a greater or lesser degree, the group would now focus
on a more defined set of tasks. These tasks had to do with the
concerns of a group of interdependent people working collaboratively
in an on-going organization.

Purposes of team building

The tasks or purposes of team building have been delineated by
various researchers and authors. Baker (1979) lists three roles or
purposes of team building: 1) to clarify the roles of each member of
the team, 2) to improve the climate of the group and enhance the
level of trust and openness within the group, often leading to
improved conflict resolution and problem solving, and 3) goal-
setting. Team efforts are focused on establishing goals and action
plans to insure that the goals are reached.

13



14

Team building is an appropriate method to set goals and
priorities, to analyze or allocate the way work is performed, to
examine the way a group is working, and to examine relationships
among the people doing the work (Beckhard, 1983a; Liebowitz et al.,
1982).

Team building and organization development

The models or steps used in team building efforts, while they
vary from author to author in terms of the names and number of
steps, are primarily bascd on the action-research model (Baker,
1979; Blake & Mouton, 1987; Drexler, Sibbet, & Forrester, 1988;
Dyer, 1987; Liebowitz et al., 1982; Mitchell, 1986; Shonk, 1982;
Varney, 1989). The action-research model is very similar to the
organization development model. In fact, one definition of OD is
organization improvement through action research. (French et al.,
1983).

Action research consists of the following steps: preliminary
diagnosis, data gathering from the client group, data feedback to the
client group, data exploration by the client group, action pianning,
and taking action (French et al., 1983). Organization development
(OD) practitioners have modified the terms slightly and typically use
a seven-phase model (Burke, 1982; Liebowitz et al., 1982). 'Phases'
is used in lieu of 'steps' as it more adequately conveys the dynamics
of the OD intervention. 'Steps' implies a series of discrete actions.
In team building, as well as other OD interventions, there is often a
blending and blurring between the phases. The phases are identified
as:

1. Scouting and entry
2. Contracting
3. Diagnosis
4. Feedback
5. Planning change
6. Intervention
7. Evaluation

Scouting and entry

In the first phase, someone, usually from within the client
group, has determined that there is a problem or issue to be
addressed. This person frequer.ly has some idea about the cause of

,
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the prob:em and what needs to be done. This preliminary diagnosis
is based on the person's spocialized knowledge due to his or her
position and role in the organization. A consultant, either internal
or external, is contacted and meets with the client to explore the
possibility of working together. The client seeks to discover if the
consultant is qualified, trustworthy, has the proper experience, and
if he/she feels comfortable with the consultant. The consultant
seeks to determine whether the client is ready for change, the
client's values and motivations, the resources needed and available,
and if he or she can relate well with the client.

Contracting

The second phase is contracting. A formal statement of the
relationship between the client and the consultant is developed and
agreed upon. According to Weisbord (cited in Burke, 1982),
contracting is

an explicit exchange of expectations...which clarifies for
consultant and client three critical areas:
1. What each expects to get from the relationship;
2. How much time each will invest, when, and at what

cost;
3. The ground rules under which the parties will

operate. (p. 160)

Diagnosis

The diagnosis phase is a major part of any intervention. During
this time the consultant seeks to learn more about the client's
concerns and problems. Using the client's preliminary diagnosis as a
starting point, the consultant seeks to learn more from the members
of the organization. There are a number of methods and techniques
for gathering this information, and the consultant will likely use
more than one to gather the necessary information. Members of the
organization may be interviewed. Surveys may be developed and
distributed. The consultant may simply observe the work setting
and note his or her observations. Secondary records may be
examined for information. Each of these methods has advantages and
disadvantages in terms of validity, cost, and time (Nadler, 1977).
The data are then analyzed and summarized using appropriate tools
and methods.

., 9
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Feedback

The purpose of giving feedback to the client is fourfold: to
help the client understand the data, to ensure that the client 'owns'
the data, to validate the findings and conclusions of the diagnosis,
and to provide the energy to start the planning process. It must be
presented in a manner which is clear, understandable, and rill:want
to the problem at hand. The consultant should be able to verify the
data as accurate. It is important that the feedback be based on data
and not on personal bias. The consultant must be careful not to
overwhelm the client with too much data. The feedback is
frequently presented in a meeting between the client and the
consultant. Appropriate documents and media are used to convey the
information.

PlannMg

The planning phase flows directly out of the data and feedback
phases. The client and the consultant work together to develop plans
and actions to address the identified concerns.

Implementation

Next, the plans are put into action. Often these plans are re-
evaluated and adjusted as the intervention proceeds to account for
unforeseen events and outcomes.

Evaluation

Finall, the entire process is evaluated by the client and the
consultant. This evaluation may lead to the identification of further
areas of concern or it may mark the end of the effort.

Effects of team building

Research on the outcomes of team development efforts has
focused on two areas--the relationship between team building and
affective components (i.e., attitude, morale, feeling valued), and the
relationship between team building and group task performance.
There is evidence that tearr building can improve worker attitudes,
perceptions, and morale. However, due to a number of
metnodological concerns, researchers have stopped short of
asserting a causal link between team building and positive changes
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in attitudinal data. The ralationship between team building and
improved productivity or work group effectiveness has not been
established.

Woodman and Sherwood (1980) reviewed thirty studies of team
building and found general support for the contention that team
building elicits positive affective responses but could not verify
that team building had a positive effect on performance.

In a review of thirty-six published studies, De Meuse and
Liebowitz (1981) suggest that team building is consistently
effective for enhancing individual worker's attitudes. Eighty-eight
percent of the studies examined which used team building as the
organization development intervention indicated positive results.
The authors caution, however, that the majority of the studies
reviewed did not use rigorous research designs, and, thus, the
validity of the outcomes is questionable. They conclude that a lack
of rigor in methodology precludes a definitive statement about the
relationship between team building and organizational change.

An empirical study of the effect of team building and goat
setting on productivity (Buller & Bell, 1986) failed to establish the
link between the intervention and the reported increase in
productivity, primarily due to the effect of uncontrolled variables.

One report of a successful team building effort (Boss et al.,
1981) found that the team building efforts actually had a
detrimental effect on the overall organization. The group's welfare
became more important than the organization's welfare.

Methodological concerns

Much of the inability to confirm the value of team building may
be attributed to problems in the research designs used in the
published studies.

Woodman and Sherwood (1980) concluded that the most widely
used research design was pretest-posttest with nonequivalent
control groups. Evaluation measures tended to rely on perceived
differences and did not address changes in actual performance.
While acknowledging most of the studies reported positive
outcomes, there was little evidence of internal validity in the
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I reports. Finally, they note that interventions that fail are rarely

published.

IDe Meuse and Liebowitz (1981) noted these and other concerns
regarding the experimental designs of the studies they reviewed.

I They reported that over half of the studies used a pre-experimental
design. The remainder of the studies we7e quasi-experimental. Such
desigrs do not lend themselves to valid inferences or the testing of

1
alternative hypothesis. In studies using multiple groups, either
there was no control condition or random assignment was not done.
The number of subjects in each study was low, 4pically less than

Itwenty, which reducecl the ability of any statistical tests to detect
significant changes. They also noted that there is a tendency to

I
publish only significant findings, thus there may be a great number
of team building efforts that are not reported because they were not
successful. The outcomes measured in the studies typically included

I personal reactions to the team building. These measures %%ere often
developed specifically for the intervention, and there was lithe
evidence of the validity or reliability of the instruments. De Muse

I and Liebowitz judged the typical period of time between
intervention and evaluation as too short (usually six months or less),

I preventing the assessment of long-term effects. Furthermore, team
building was often just one component of a much larger organization
development intervention, hence it was impossible to isolate the

I effects of team building. In most of the studies, the identified
consultant or change agent was also responsible for the evaluation.
This situation has the potential for not only a conflict of interest
Ibut the introe .ction of bias. Finally, they cite the lack of an agreed
upon definition of team building as problematic. There is no

I standardized definition of what constitutes team building, and it
may mean a number of things to a number of people. This makes a
meaning:ul comparison of interventions impossible.

IDe Meuse and Liebowitz (1981) offer three reasons why the

I research on team building is lacking in rigor and postulate that, for
these same reasons, the situation is likely to continue. First, team
building and other OD interventions are clinical interventions in

I nature, and the phenomena being studied are almost impossible to
measure accurately. Second, the impact of OD interventions is on
individuals, not on the organization (the focus on individual

Iaffective change may be entirely appropriate). Measures of
organizational change, either long or short term, may not be
appropriate. Third, OD intementions rarely happen in isolation.

I
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Organizations believe that, to make sny meaningful change, the
change effort must be overdetermined. Most organizations do not
exist to do research. They are in business to do business, not serve
as laboratories for OD research. They are concerned with getting the
job done, not with meeting the criteria for meaningful research.
Hence, OD interventions frequently include a variety of activities.

Team building/peer coazhing

Peer coaching is closely related to team building. :f team
building fostnrs open and honert communication, feedback, conflict
resolution, and problem-solving in an atmosphere of trust, then peer
coaching is a logical extension and outcome of team building.

A study of the role of peer relationships in career development
(Kram & Isabella, 1985) found that peer relationships can provide
many of the career enhancing and psychosocial functions of a
mentoring relationship including information sharing, job related
feedback, emotional support, personal feedback, and friendship.
Mentors are typicey older and more experienced than the protege.
In a hierarchical organization there are more peers than potential
mentors. Thus, a peer coaching relationship is available to many
more individuals than is a mentoring relationship.

A series of three studies has recently been conducted at
Indiana State University to determine the effects of "Teachers
Teaching Teachers," a peer coaching program, upon public school
teachers' attitudes toward various personal and professional
factors. In two of the studies (Gilman & Smuck, 1988; Gilman &
Sommer, 1989), the program appeared to have been effective in
improving teacher Otitudes, enhancing collegial support, and
increasing students' perceptions of teacher effectiveness. The
third study (Gilman, '1989) reported that the program appeared to be
most effective in enhancing collegial support and increasing
students' perceptions of teacher effectiveness, though as these
findings were statistically non-significant, such a conclusion by the
author is unwarranted. A fourth study, focusing on a program called
"Maintain Teacher Effectiveness" (Gilman, 1988), supported the
findings of enhanced teacher attitudes, collegial support, and
student perceptions of teacher effectiveness.

A study by Hosack-Curlin (1988) examined the effect of a peer
coaching project upon writing teachers in a large, urban school
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district. The study found that peer coaching enhanced teacher
learning, implementation of curriculum content, and teacher comfort
with the new curriculum. Teachers in the treatment group also were
more proficient in implementing now writing processes, both in
terms of quality and quantity.

A study of tho relationship between teachers quality of work
life and teacher involvement with work (Louis, 1990) found that the
most important predictors of teacher angagement are respect from
other adults (administrators, parents, community members),
opportunities to develop and use new skills, and frequent feedback
on performance. The study also found that teachers who feel
respected, who receive frequent feedback from colleagues, and who
perceive congruence between personal and organizational goals are
less likely to express negative attitudes. This study found that
formal mechanisms of involving teachers in decision making are less
important than informal influence in improving the teachers' quality
of work life. Further-more, the study found that opportunities for
collaborative work, peer-based staff development (peer coaching and
teaching), departmental team teaching, non-evaluative peer
observation, and curriculum development, all had a positive effect
cn teachers' quality of work life. This is important as the teachers'
quality of work life is believed to be directly related to teacher
engagement. Teacher engagement is seen to play a large role in
student engagement and subsequent achievement.

Successful Practic3s in
Elementary Language Programs

Unlocking the mystery door to reveal the ideal method for
learning to communicate with others in a foreign tongue has been a
goal through the millennia. Indeed, researchers have discovered that
toreign language teaching was practiced as early as 3000 B.C.! This
section will highlight the research in linguistics, language learning,
and language acquisition which have impacted the approaches and
curriculum used in elementary language classes today.

Rationale for early language learninQ

In the past decade, many influential groups have taken to task
the U.S.. education system, despairing over the lack of readiness and
preparedness of our young people to compete globally in the world of
the twenty-first century. Notable in many of the reports was the
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acknowledgement that our nation's security and global
competitiveness call for heightened proficiency in second languages
and cultures. In St_renglILII:roidgrav. , the authoi s concluded
that "a nation's welfare depends in large measure on the intellectual
and psychological strengths that are derived from perceptive visions
of the world beyond its own borders" (President's Commission on
Foreign Languages and International Studies, 1979, p. 2). This
Commission urges schools to

encourage all students to master at least one foreign
language... We also t...ge that language study begin in the
early grades but note that its effectiveness depends upon
the time devoted to it, a manageable class size, a
supportive atmosphere, well-trained teachers and the
careful integration of early language instruction with
higher levels of study. (p. 2)

In A nation at risk (1983), the study of foreign language and
culture was deemed to be as important as the five core curriculum
areas of mathematics, computer science, English, social studies and
natural sciences. Moreover, the findings in this report acknowledge
the importance of the time factor in acquiring a second language:
"achieving proficiency in a foreign language ordinarily requires from
four to six years ^f study and therefore should be started in the
elementary grades" (p. 2).

There are cultural and attitudinal reasons as well that
advocate for early introduction to language learning. In arguably the
most widely accepted treatise on effective reasons for early
language learning, Lambert and Klineberg (1967) concluded that,
after the age of ten or eleven, the social attitudes .of young people
are less open to change. Carpenter and Torney (cited in Curtain &
Pesola, 1988) state that children under age 10 have not yet
developed the preconceptions and stereotypes which may hinder
acceptance of those from other cultures.

Rhodes and Schreibstein (1983) enumerate the following
salient points to make the case for beginning second language
instruction in elementary school:

1. Early instruction in a second language is similar to early
instruction in any skill. The earlier one starts, the more time there
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is to learnand it takes a long time to become proficient in a
foreign language.

2. Early foreign language instruction gives children a cultural
awareness of people from other countries at a time when they are
most receptive.

3. Children are excellent mimics. They are less self-
conscious han adults when it comes to pronouncing strange words.

4. The early study of foreign language helps children to
develop an awareness of their native language and helps their
listening and speaking skills.

Further influential support for early second language has come
from a task force of the nation's governors who are alarmed about
the lack of international education in this country (National Network
for Early Language Learning, 1989). The task force report suggested
that the states offer foreign languages as early as tne first grade
and require elementary and high school students to study world
cultures and history.

Historical perspective

Altnough language professionals may be tempted to bask in the
interest being showered on them at the present, it is important to
remember that foreign languages in the elementary 6chool were
widely touted--and bitterly denounced--as recently as three
decades ago. After the launch of Sputnik by the Russians in the IF:te
1950's, our nation placed great emphasis on increased study of
science and mathematics and the importance of second language
lbarning as a means to compete more effectively, concluding that we
wotal not have been surprised by the Russians' ability to initiate
spaca exploration had more citizens been able to read Russian
scientific journals.

Through ample funding by the Congre:-1, language teachers
were sent to Summer Institutes to be retrained in the audio-lingual
method of language teaching, based on structural linguistics and
behavioral psychology.

Unfortunately, the heyday in teaching foreign languages in the
elementary schools (FLES) disappeared by the mid-sixties, due to

e! '
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reasons cited by many, including Alkonis and Brophy in "A Survey of
FLES Practices" (1961), a re2ort published by the Modern Languages
Association

1. A majority of the FLES programs that we observed do
not fulfill the primary aim of such a program. . . .

Sometimes the teacher is weak; just as often the
weakness lies beyond the teacher's control, in the
materials or the scheduling.

2. Many vrograms emphasized such aims as "world
understanding" or "broadened horizons" to the extent that
it is a clear misnomer to call them language programs. . .

3. There is such a diversity of linguistic content that a
general evaluation of results . alTears to be
impossible.

4. From the widespread emphasis upon learning lists of
words, we conclude that a majority of the FLES teachers
think of language as words to be learned in isolation and
then strung into "conversation."

5. Many programs, started without planning and
provision for the materials of instruction, and the
eventual integration with junior and senior high school
courses are considered "experimental," but there is no
clear statement of the conditions and terms of the
experiment and no provision for the evaluation of its
results.

6. The most obvious weakness is lack of teachers with
sufficient skills in the language and training in
methods...

7. In many schools...FLES is conceived ef as merely a
preview or prelude to "real language learning" ...rather
than as a serious, systematic attempt to develop
attitudes and skills.

8. Few programs are planned as an unbroken, cumulative
sequence from the primary through the junior high
school. (pp. 213-217)

23
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In his thorough account of the demise of FLES programs during
the 1960's, Anderson (1969) described the pitfalls which assured
their failure:

Many communities, enchanted by the promise that a FLES
program offers, set out with a minimum of preparation,
only to find later that, to endure, a FLES program
requires hard work, time, money and expertise. A
minimum commitment--a late start, doubtful continuity,
too little class time, overloading the teacher, leaving the
teacher to work in isolationleads to almost certain
disenchantment. (p. 138)

Today, the renewed interest in language programs is
accompanied by a plethora of recent research into language
acquisition, based in part on studies done with the incoming
Southeast Asian populations who are learning English as a Second
Language. This research has resulted in general acceptance of the
theories of language acquisition proposed by Krashen and Terrell in
The natural approach: Language acquisition in the classroom (1983).
The authors explain that children acquire a language in a classroom
when they are surrounded by the language until they have had ample
opportunity to hear and gain understanding from the context. Adults
tend to karn a new language through study of (he grammatical rules
which they apply when they try to speak.

Krashen's comprehensive hypotheses regarding children's
acquisiton of language have been most influential in the
establishment of elementary language programs. In The natural
approach, Krashen and Terrell (1983) explain that language
acquisition takes place only when people understand the message
being communicated. Thus, listening to the radio in the foreign
language if the message is ;ncomprehensible does nothing to help the
student acquire the language. In addition, the language acquirer has
to be "open" to the input which includes having positive feelings
towards native speakers of the language, a low anxiety level and
some degree of self-confidence. The authors state that there are
certain underlying principles in language acquisition:

1. ''CL7nprehension Precedes Production" implies that
language classes should start with the students'
understanding what is being said to them.

0
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2. The instructcr will always use the target language.

3. The topic will be of interest to the student.

4. The instructor will be responsible for the student's
understanding of the message. (Krashen & Terrell, 1983,
p. 65)

A downfall of FLES programs in the 60's was the implicit
emphasis on structure and rules as the foundation for
communication. Krashen and Terrell (1983), conversely, state that
language acquisition takes p'ace in situations which are meaningful
and interesting to the learner. This theory has major implications
for the type of language program which is instituted in the
elementary schocl as well as for the curriculum and teaching
strategies associated with the program.

Curtain and Peso la (1988) build on Krashen and Terrell's theory
by reminding us that the

teacher will provide students with an environment in
which they are surrounded by messages in the target
language which communicate interesting, relevant
information--in a language which the students are able
to understand (p. 65).

The teacher will not use contrived speech but rather will use
natural language and strategies designed to increase the
"comprehensible input" for the learner. Some of the characteristics
of this "caretaker speech" are:

1. A somewhat eower rate of speech.
2. More distinct pronunciations.
3. Shorter, less complex sentences.
4. More rephrasing and repetition.
5. More frequent meaning checks.
6. Use of gesture and visual reinforcement.
7. Greater use of concrete referents. (p. 64)

25
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Models of elementary language programs

Lipton (1988) has delineated three broad categories of
elementary language program models: FLEX, Sequential FLES and
Immersion. Curtain and Peso la (1988) have added a fourth model
which they term Auxiliary Language Programs.

The FLEX or Foreign Language Exploratory Programs are usually
programs of short duration and serve as an introduction to one or
more languages. These programs vary from being language-intensive
to being about languages with the goal of increasing interest in
studying languages at a later date. Peso la (1988) points out that of
all the program models the FLEX program has the most limited goals.
These programs often give students an exposure to different
languages so that they can make a choice later on.

Un!ike the above-mentioned model, FLES programs are in one
language for an established sequence of time during the school year
and over several years of the student's elemental,/ experience. Some
FLES classes, augmenteo with one or more subject areas, are termed
content-enriched FLES classes. This model is found in the
Minneapolis elementary programs at Websfi r Open and Ramsey
International/Fine Arts school.

Immersion Programs have been specified by Curtain and Peso la
(1988) as Total Immersion, Partial Immersion, Early Immersion,
Middle Immersion, Late Immersion, Double Immersion, Two-Way
Immersion and Continuing Immersion.

Total Immersion programs are ones in ,vhich the second
language is used to kach the entire curriculum 100% of the time up
to Grades 2 or 3. English instruction is .,redually introduced after
that time. Curtain (1986) defines immersion as "an approach to
second language instruction in which the second language is the
medium of instruction rather than the object of instruction" (p. 1).

From the onset of immersion education in Canada, critics
expressed doubts about students' ability to vrform well in other
areas of the curriculum when their medium of I, qtruction was a
foreign language. However, evaluations by Swain (1979) of
immersion students in French-speaking Canada indicate that
students perform as well as--and often better than--their English-
only peers in English. She further concludes that students acquire
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greater proficiency in the second language compared to students in
traditional second language programs.

Substantiating the importance of language as the medium and
not the message is Krashen and Terrell's (1983) hypothesis that
language is best taught when it is being used to transmit messages,
not when it is explicitly taught for conscious learning.

Partial Immersion programs involve instruction in certain
content areas in the second language only while the remainder of the
school day is in English.

In Early Immersion programs, students begin learning the
second language in kindergarten through second grade, while Middle
or Late Immersion programs are begun at more advanced s'ages of a
student's elementary schooling.

aggi,!:1 Immersion programs are designed to teach students two
new languages at one time, with half the day spent in each of the
languages.

IwnzWay_jmnIfirlign programs include students who are native
speakers of the language as well as students whose native language
is English.

Auxiliary Language programs encompass those programs which
do not take place during the defined school day. They include
language camps as well as before- and after-school programs.

Curtain and Peso la (1988) point out that program planners
must choose among the program options depending on the language
proficiency outcomes they desire E nd the budgetary eid staffing
considerations operative in their respective districts.

Pesola (1988) warns that "no graduate of an elementary school
foreign language program should be placed with beginners in the
middle or junior high school" (p. 5). Furthermore,

underlv'ng every program and model description is the
fact t t language proficiency outcomes are directly
proportional to the amount of time spent by students in
meaningful communication in the target language.
(Curtain & Pesola, 1988, p. 35)
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Organizing instructionProficiency and
communication guidelines

As Met (1988) points out, proficiency-oriented instruction
focuses on what the learner can do with language rather than what
the learner knows about language (p. 95). Proficiency is defined
through the features of function, context and accuracy. Thus, a
learner would be described as being able to argue, persuade, narrate,
and interrogate (function) about certain topics such as ordering a
meal, conversing at a party, and giving a work-related speech
(content) and the degree to which the student can interpret incoming
messages and produce the same accurately (accuracy).

According to Galway (1987), proficiency is not defined as a
series of equi-distant steps. Proficiency represents less a linear
progression and more of an outward spiral. This naive illustration
"can s,irve to disabuse the notion of a point and line scale having a
distinct beginning and end" (p. 27).

Simply stated by Liskin-Gasparro (1984), "language
proficiency is the ability to function effectively in the language in
real-life contexts" (p. 12).

Implications of teaching for proficiency have resulted in a
sense of relief for language teachers as they have now been assured
that there is no single method for teaching language since language
learning is based on a complex intertwining of several factors.
Habit formation, the foundation of the Audio-Lingual Method so
prevalent in the 60's and 70's, resulted in students learning habits,
many of which had no application in the outside world. No longer is
a closed system of curriculum, textbook, and tests satisfactory in
gauging the ability of the student to use the material in the world
outside the classroom.

Omaggio (1984) suggests that teachers use the Guidelines for
Proficiency established by the American Council on the Teaching of
Foreign Languages (ACTFL) as the organizing principle for designing
learning and teaching activities in their classes. By embracing the
proficiency guidelines as the basis for judging student learning and
determining the activities necessary to accomplish this, the teacher
is free to use a variety of "methods," further acknowledging that
there is no one method to assure communicative goals in the foreign
language.

0,)
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Omaggio (1984) lists five hypotheses around which the
instructor might organize the classroom activities in order to assist
students to attain higher levels of proficiency:

1. Opportunities must be provided for students to practice
using the language in a range of contexts likely to be encountered in
the target culture.

2. Opportunities should be provided for studehts to carry oui a
range of functions likely to be necessary for interacting in the
target language and culture.

3. There should be concern for the development of linguistic
accuracy from the beginning of instruction.

4. Proficiency-oriented approaches respond to the affective as
well as the cognitive needs of the students.

5. Cultural understanding must be promoted in various ways so
that students are prepared to understand, accept, and live
harmoniously in the target-language community.

Curtain and Peso la (1988) suggest that a new organizing
principle for language instruction can be summarized as meaningful
communication in the context of a holistic approach to learning.
This principle is based on research in second language acquisition,
the communicative competence movement, experience with
immersion programs, cognitive psychology and content-based
instruction.

This principle replaces the grammatical approach...and
the emphasis on memorization and recitation that has so
frequently characterized language instruction in the
elementary school (p. 117).

With meaningful communication as the goal for elementary
language programs, Curtain and Peso la (1988) point to the
naturalness of the elementary curriculum as a vehicle for
establishing communication. In most FLES or FLEX programs, as
described above, content and context are lacking, and thi teacher is
required to create meaningful activities. Comparing language
learning to elementary music classes, the authors state that
students in music classes perform selections chosen by their
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teacher to match their skills; they don't just practice scales.
LiKewise,

the elementary school foreign language teacher who
thinks only in terms of lists and drills, of mastering a
body of grammatical forms, of a series of pronunciation
tasks, and of memorizing lists oi basic vocabulary is not
giving the students any opportunity for authentic
messages and is not providing inherently motivating
tasks (p. 119).

The elementary language teacher is freed from the constraints
imposed by one single method and is encouraged to take into account
theories of cognitive psychologists, such as Glover and Bruning
(cited by Curtain & Peso la, 1988), as they relate to instruction:

1. Students are active processors of information.

2. Learning il most likely to occur when information is
made meaningful to students.

3. How students learn may b9 more important than what
.ney learn.

4. Cognitive processes become automatic with repeated
use.

5. Metacognitive skills can be developed through
instruction.

6. The most enduring motivation for learning is internal
motivation.

7. There are vast differences in students' information-
processing abilities. (p. 65)

Among the activities suggested by Curtain and Peso la (1988)
to develop commun;cative abilities are songs, games, plays, role-
playing and small group or pair work. Students might work together
to solve a problem, share information and assist one another. Small
groups and pairs can be the most natural and effective means ot
helping students communicate.

3,
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Profile of an elementary language teacher

Activities leading to communication in a natural context such
as the elementary classroom, using the curriculum as a guide for
content or what to teach, require skilled, enthusiastic and
knowledgeable teachers at this level. Met (cited in Curtain & Peso la,
1988) summarized the characteristics of good elementary language
teachers at a conference in Raleigh, North Carolina, on March 17,
1987, as those who are prepared to do the following:

1. Understand and like children.

2. Be skilled in the management of an elementary school
classroom.

3. Know the elementary school curriculum.

-i. Teach second language reading and writing to learners
who are developing first language literacy skills, so that
the foreign language program can build on these skills
rather than fighting [Alai with what is going on in the
first language curriculum.

5. Understand the precepts of communicative langunge
teaching and draw from a repertoire of strategies to
implement these precepts.

6. Use the target language fluently, with a high degree of
cultural appropriateness.

7. Draw on an excellent understanding of the target
culture, especially as it relatos to children, including
children's literature. (pp. 273-274)

Guidelines for the preparation of teachers for foreign
languages in the elementary schools have yet to be developed,
although studies are underway to facilitate their development. In
the meantime, school districts have adopted their own means for
selecting teachers, based on the language programs in existence in
the District. It is generally recognized now, unlike during the 60's,
that successful secondary school language teachers are not
necessarily successful elementary language teachers. Indeed, the
influence of the ACTFL Proficiency Guidelines and research cited
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above, particularly in the fields of second-language acquisition and
cognitive psychology, may soon cause language educators to redefine
successful language teaching at the secondary level, based on our
growing knowledge and success with elementary programs.

YEAR TWO ACTIVITIES

A set of activities was designed to meet each of the seven
year-two objectives listed on pages 5-8. Outcomes to be r- asured
are also identified on pages 5-8. In this section, the activity and
results are first described, along with the measurement procedures
used. This is followed by the results for each objective.

Attitude Survey

In November of 1969 the project team developed a customized
survey to assess the Spanish teachers' attitudes and interests. In
December a member of the project team visited each of the
participating sites (Jefferson, Ramsey, and Webster) and
administered the survey to the Spanish teachers. The teachers were
assured that all information would retiain confidential and would be
reported in summary form only. They were specifically instructed
not to put their name on the forms. Each teacher was given a survey
and asked to complete it before leaving the meeting. The survey
consisted of 45 Liked-scale items designed to assess the teachers'
disposition regarding cooperation in the school, communications,
feeling valued for the work they do, supervision, Spanish language
skills, and overall morale. The inventory items were developed by
members of the project team and were randomized on the form with
regard to the categories and their order. Additionally, the scale on
five of the items was reversed to encourage careful reading of each
item. The teacher was asked to indicate his or her level of
agreement with each of the statements (see survey form in Appendix
B).

The results of the survey were quite encouraging. The scores
on this survey were all very positive. Even the lowest scores did not
seem to reflect serious problems. Communications seemed to be the
area of most concern. (Full survey results are in Appendix B).

No one school stood apart from the others in terms of
expressed problems or strengths; all seemed to be equally strong.
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Ramsey scored below the group average on all scales except for
Spanish language skills. This was a bit difficult to interpret. The
scores were not that low and did not seem to indicate a major
problem. The number of respondents at Ramsey was also much
larger than the other two schools (X vs. Y & Z), and the results may
have been a reflection of the influence of a larger sample size or
perhaps more variance in the answers. Overall, it seamed that the
t,^achers believed that their programs were basiCally healthy, and
they expressed only minor concerns. Instead of correcting for
deficits, there was the unique opportunity to build on strengths

The survey also asked the teachers to indicate their level of
interest in a number of topics for future consideration in the
development of workshops. Questions were again based on a
Likert-scale, and mean scores and frequency counts were computed.
The teachers indicated an interest in a number of topics related to
the preparation of Spanish curriculum materials and delivery of the
Spanish language. Topics such as the "preparation of teaching
materials," "strategies for teaching content," "outcome-based
language instruction," and "refining the scope of instruction" had
the highest interest scores.

Data from the survey were analyzed and reports generated for
the teachers at each of the participating schools. A separate report
was generated for each school as there was no benefit to be gained
from publicly comparing the schools to each other. Each school's
consultant presented the reports, helped interpret the findings, and
led a discussion of the results at ea:h of the participating schools.
These discussions led to the development of topics for future
meetings.

Final Survey and Evaluation

Based on the initial attitude survey conducted in November of
1989, a second survey and final evaluation form was developed
(Appendix C). It included the same set of 45 Likert-scale items
designed to assess the teachers' feelings regarding: cooperation in
the school, communications, feeling valued for the work they do,
supervision, their Spat fish language skil!s, and overall morale.
Another set of questions was added which asked the teachers to
evaluate the entire project in terms of their personal investment in
the project, support they received for the project, the value of the
day-long workshop, the value of the monthly follow-up sessions,
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peer coaching activities, the language practice sessions at the
restaurants, the individualized learning plans, and the half-day
curriculum workshops. There was also a section of open-ended
questions.

A member of the consulting team conducted the survey at both
Jefferson and Webster schools. Due to scheduling constraints, it
was not possible to schedule a time to meet with the Ramsey
teachers. Arrangements were made with the Ramsey school contact
person to leave the surveys in her mailbox at the school. She was to
distribute them to the teachers and return them to the consultant.
After two weeks only 3 surveys out of 13 had been returned. A
letter was sent to each of the Ramsey teachers reminding them of
the survey. After another 10 days, the teachers were telephoned to
remind them of the survey and to see if they needed another copy of
the survey or if they had any questions about the process. Three
teachers indicated that , did require another copy of the survey.
A survey and a return-,... , -led stamped envelope were sent to
these teachers. All three were returned.

Seven teachers (of seven) at Jefferson, seven teachers (of
thirteen) at Ramsey, and five teachers (of six) at Webster completed
the follow-up surveys for a total of 19. While it is not possible to
determine why many of the surveys were not returned, it is known
that many of the teachers had plans to leave for study overseas
immediately following the end of the school year.

Jndividual attitude items

Items 25, 29, and 45 were the only items to have a mean score
below 3 with 5 being the most desirable score. Item 25 was, "The
World Language Coordinator is a valuable resource for me" (mean
score - 2.90, s.d. - 1.20).

Item 45 was, "I can readily find out what's being done at other
schools in my area" (mean score - 2.84, s.d. - 1.07).

Item 29 was, "Rumors are frequently heard" (mean score -
2.50, s.d. - 0.92). The "direction" or polarity of this question has
been corrected ici the scoring process. A high score is more
desirable than a low score.
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Items 3 and 21 scored above 4.50 on the 5-point survey. The
standard deviation of these scores was relatively low, indicating
strong agreement on these items. Item 21 was, "My work is
important" (mean score - 4.74, s.d. - 0.45) Item 3 was, "I don't mind
doing something 'extra' to help my students" (mean score - 4.68, s.d.
- 0.48).

24 of the '4.5 items had mean scores over 4.00, and only 3 items
had a mean score below the scale's midpoint of 3.00. Given normal
respondent tendency to regress to about a 3.00 mean, these scores
appear to be quite positive.

Because of the lcw number of surveys, statistical tests
comparing the first and second survey have very low power,
resulting in a very low probability of detecting significont (let alone
practical) differences. None of the questions shows a statistically
significant difference using a two-tailed t-test with a - .05
(Appendix D).

The three highest scaring individual items are the same on
both the first and the second survey (items 3, 4 and 21). Two of the
three lowest scoring items are also the same on the two sur:eys
(items 29 and 45).

On the first suNey 21 of the items had a mean score above
4.00. On the second survey 24 of the items had a mean score above
4.00

It appears that the teachers continue to perceive the
organization as strong with few areas of weakness. The survey
instruments did not detect any statistically significant differences
between the two administrations.

Categorical scores

When the scores are grouped into the 6 identified categories
(Cooperation, Communication, Feeling Valued, Supervision, Spanish
Language Skills, and Morale), Communication has the lowest score.
This is true overall and from school to school. Morale has the
highest score overall and from school to school. This was also the
case on the first survey.
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Project evaluation items

Questions 46 through 89 asked the teachers to indicate their
level of agreement with a number of statements designed to
evaluate the various aspects of the project.

Four of the individual evaluation items had a mean soy
greater than 4.00. Of these items, three concerned the lang !

practice sessions conducted at the restaurants. The tee,' .-
strongly agreed with the following statements:

"The li.nguage practice sessions helped me interact more with
other teachers" (item 78) (mean score . 4.43, s.d. . 0.65).

"The language practice sessions were enjoyable" (item 75)
(mean score . 4.36, s.d. . 0.75).

"The language practice sessions were worthwhile" (item 73)
(mean score . 4.21, s.d. . 0.98).

Item 62, "I enjoyed the day-long workshop," also scored above
4.0.

Fifteen of the evaluation items were below the middle option
ein the scale of 3.00.

Two of the items related to the teachers' personal investment
in the project: Item 51 (1 had adequate input into how this project
would proceed," mean score . 2.84, s.d. . 0.96), and item 49 ("I was
actively involved in the planning of this project," mean score . 2.68,
s.d. . 0.89).

Threc of the items related to the level of perceived support
provided by the teachers' supervisors: Item 55 (1 had adequate time
available to participdte in this project," mean score . 2.95, s.d. .
1.03), item 57 ("My supervisors took an active interest in my
participation in this project," mean score . 2.68, s.d. . 0.09), and
item 56 ("The World Language Coordinator went out of her way to
help me participate in this project," mean score = 2.37, s.d. . 1.01).

One of the items with a mean score below 3.00 concerned the
day-long team building workshops: item 58 ("The day-long workshop
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was a valuable experience for improving my classroom
performance") had a mean score - 2.94, s.d. - 1.03.

One item concerned the monthly follow-up sessions at the
schools. Item 65 ("The follow-up meetings have made a difference
in my classroom") had a mean score - 2.68, s.d. - 0.89.

All three of the items related to peer coaching had mean
scores bet ,w 3.00: Item 69 (1 have had sufficient time on the job
to participate in peer coaching activities," mean score - 2.33, s.d. -
0.84), item 70 ("I have participated willingly in peer coaching
activities at my school since the day-long workshop," mean score -
2.41, s.d. . 0.80), and item 71 ("Circumstances at rry school
encourage the application of peer coaching principles," mean score =
2.59, s.d. . 1.06).

Item 83 ("I have reviewed my ILP since I met with Sandy
Johnson") had a mean score . 2.44, s.d. - 0.96.

Two of the items concerning the curriculum workshops had a
mean score below 3.00: Item 89 ("I am interested in attending a
week-long workshop with Helen this summer," mean score . 2.79,
s.d. - 1.51), and item 86 ("The half-day language workshops helped
me improve my language skills," mean score . 2.16, s.d. . 1.07).

Categorical evaluation scores

The individual evaluation items were grouped into 8 categories
(Personal Investment in the Project, Support for the Project, Full-
day Team Building Workshop, Monthly Follow-up Sessions at the
Schools, Peer Coaching, Language Practice Sessions, Individualized
Laming Plan, and the Curriculum Workshops), each a major
component of the project. The peer coaching component of the
project had the lowest average score. This was true overall and at
each school. The language practice sessions were the highest rated
component of the project. Again, this was true overall and at each
of the schools.

Wet-Ater school teachers gave the lowest evaluation scores ir
6 of the ,:i categories. This may be due, in part, to their limited
participation in follow-up meetings and activities.
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Open-ended questions

The teachers ware also asked to respond to nine open-ended
questions about tile project. The teachers indicated that the most
valuable aspect of the project was the opportunity to meet with
teachers at their school to share ideas. The least valuable part of
the project had to do with team building due to a scarcity of time
for the project. The open-ended comments suggest that the teachers
have a desire to improve themselves and their performance in the
classroom, and this desire facilitated their participation in the
project activities. Lack of time was the single largest factor
hindering participation. The teachers see better communicatioi. and
working relationships with team members as an outcome of the
project. In future workshops they would like more attention devoted
to the development of curriculum and materials for the classroom.
Few teachers took the opportunity to translate lessons into Spanish.
Again, a lack of time was the most frequently cited reason, although
some concerns were raised about the value of the translations. Most
of the teachers believe that their students did benefit, indirectly,
from the project, although few gave spenifics.

Summary

The teachers continue to perceive their schools as having more
strengths than weaknesses. They see the schools as healthy and
teacher morale is high.

There appears to be little differencc ern^n; th: schools in how
they rated the various components of the project. The most valued
component was the language practice sessions; the least valued was
the peer coaching activities. The largest barrier to participation
appears to have been a lack of available time. There is some
evidence to suggest that the project did have a positive influence on
the teachers by providing the opportunity for dialogue among
teachers, allowing teachers to gain new ideas from peers, and by
increasing language skills through group practice at the language
practice meetings held at the restaurants.

Day-long Workshops

In December of 1989, four one-day, day-long, team-
building/peer coaching workshops were held for the Spanish
teachers involved in the project. Because of the number of teachers
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involved in the project at the Ramsey school, this group was split,
and the workshop was offered twice. Teachers from Jefferson and
Webster had their own workshops. The purposes of these workshops
and materials were to heip the teachers at each of the schools: 1)
understand the principles and practices of team-building, 2) support
each other in the implementation of a continued team-building and
peer coaching structure, 3) develop and promote cchesion within the
team to enable wccessful practice sessions of pe e,. coaching, and 4)
develop and use tools and techniques for team-building and peer
coaching within the team. The tools and techniques included:
problem-solving, communication skills, active listening, coaching,
feedback, and the action-planning process.

These workshops were facilitated by members of the project
team and included a set of materials and activities which had been
specifically developed for these workshops (materials are in
Appendix E). The teachers received a workbook to use during the
workshop and to take with them as a reference. This workbook
included examples and materials to support the above noted tools,
techniques, and objectives.

The Jefferson workshop was held on Decembor 12, 1989, at the
Normandy Inn/Best Western hotel in downtown Minneapolis and was
facilitated by Susan DeVogeL Six of the seven Spanish language
teachers participated. The teachers expressed various concerns over
the concept of peer coaching. Non-instructional tasks such as
answering the phone and packaging take-home notices were already
reducing the time the teachers had available for developing and
teaching content. Peer-coaching was seen as another task that
would take them away from their primary task of teaching. The
concept was more readily accepted when it became clear that they
already were spontaneously engaging in many peer-coaching
activities, such as asking each other for assistance and problem-
solving. Concern was also expressed about being observed by others
in the classroom setting.

Another concern expressed by the Jefferson teachers had to do
with the placement of non-Spanish speaking students into the
immersion program. The.ie students could not understand the
contont of the science, math, or social studies classes due to their
inability to understand the Spanish language. This situation created
numerous problems for the teachers. Should they slow the pace of
the content, in effect retarding the prugress of the Spanish speaking
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students, to allow for the non-Spanish speaking students to catch
up, or should they forge ahead and run the risk that the newcomers
might not understand? These questions became the basis of many of
the problem-solving techniques taught in the workshop.

The first Ramssy workshop was held on December 5, 1989, at
Normandy Inn/Best Western hotel in downtown Minneapolis. The
semnd was held on December 6, 1989, at the Minneapolis
Hilton/Metrodome. Both workshops were facilitated by Amy Tolbert.
In these meetings the teachers expressed a desire for the Spanish
program to stabilize after many years of growth and change. They
stated a need for more time to be allowed for the development of the
curriculum as well as time to refine the scor 1 and sequence of
language lessons. Teachers voiced concern -..,ver a sometimes
adversarial relationship with school system administrators and
within th^'" own school. These concerns were used as material for
the workshop exercises and carried over to the follow-up meetings
held ir the following months.

The Webster workshop was held on December 14, 1989, at the
Normandy Inn/Best Western Hotel in downtown Minneapolis and was
facilitated by Barry Johansen. The teachers' primary concerns were
a lack of time, due to all the various meetings they must attend, and
a lack of resources to purchase or develop new lessons. Webster is
an open-school and the teachers all participate on a number of teams
for various subject areas. Most of the teachers are also heavily
involved in non-academic activities (i.e., coaching sports) and in
activities outside the school (i.e., attending classes at the
University). They stated that the workshop was the first
opportunity they had had to get together as a team and discuss
issues of importance. Although all agreed upon the value of working
together as a team, they were not willing to continue to do so
without compensation. It was felt that they are already giving more
than 100% to the school and that the school system should allow
them time to meet as part of their regular duties. They also
expressed a need for additional funding to purchase materials
(books, activities, films) to teach Spanish. Although they knew of
the existence of excellent materials, they were frustrated that they
did not have access to them.
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Follow-up Sessions

Monthly (January-May) follow-up sessions were scheduled to
reinforce and continue the work started in the day-long team-
building/peer-coaching workshops. Teachers were paid to attend
these sessions. In these sessions teachers were encouraged to
discuss the problems and concerns relevant to them, their school,
their students and/or the overall Spanish partial immersion project.
These sessions were facilitated by the same person who had led the
full-day workshop, enhancing familiarity, trust, and continuity
between the teachers and the project personnel.

The Jefferson Spanish team met five times (January-May). The
two-hour meetings were held at the school and were facilitated by
Susan De Vogel. These meetings were well attended with only an
occasional absence. The first part of the meetings was devoted to
dealing with unfinished business and team matters. The rest of the
time was used to discuss and practice skills such as feedback,
communication, and conflict management. The April and May
meetings were totally devoted to using the skills that had been
learned to deal with actual team decisions, issuas, and conflicts.

Most of the team members appeared to be committed to
improving the work of the group and using the team and peer-
coaching processes toward that end. Individual commitment to the
process did vary from meeting to meeting and from person to person.
One team member was somewhat resistant to the process and did

ot appear to participate fully. Another member was at first
resistant but later did become involved and took an active role in
addressing team concerns.

The consistency of the monthly group meetings led to
increased trust among team members and contributed to their
willingness to face difficult issues. The team continued to use and
refine the skills that had been taught and reinforced in the workshop
and follow-up meetings.

A number of sys'tems issues were discussed, most of which
were beyond the control of the group. Concern was expressed over
the difficulty of trying to meet the needs of students with greatly
varying levels of proficiency in Spanish within the context of a
partial-immersion process. This is of special concern when children

t
transfer into the program in the upper grades and are expected to
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.earn science or math skills when their language skills are limited
or even nonexistent.

The Ramsey Spanish team met monthly between January and
May, 1990. The meetings lasted two hours and were facilitated by
Amy Tolbert. Although the day-long workshop required the Ramsey
team to be split into two sections, the entire team was invited to
participate as a group at the follow-up meetings. Attendance ranged
from 8 to 14 people per meeting. During each session, the team
would identify pertinent issues, prioritize them, and select issues
for work that session. The group would discuss the importance of
the issue and create action plans, assigning specific tasks to
members of the group. Members of the group would bring pertinent
articles from periodicals and make copies available to all team
members for future reference. The topics addressed included survey
feedback, communication with culturally diverse groups, pooling and
organizing resources, recommendations for the K-5 Spanish program,
recommendations for teacher-parent meetings, curriculum
development, and individual/group roles within the Ramsey school.

By the end of the year, the teachers were able to recognize the
changes they had made over the course of the project and expressed
gratitude for the follow-up meetings.

Despite vigorous attempts to schedule follow-up meetings, the
Webster group met only once, on February 12, 1990. The meeting
was facilitated by Barry Johansen. Ali of the Webster Spanish
teachers attended, although none was available at the agreed upon
starting time and arrived at various times during the meeting. At
the meeting, many of the teachers seemed either preoccupied with
other concerns or not personally invested in the meeting. Some
mentioned that they would rather be somewhere else, while others
used the telephone or sorted through paperwork. It became
necessary for the facilitator to become very directive to bring the
group together and focus on the task at hand. After much
encouragement, the teachers decided that they wanted to work on
sharing Spanish language materials that they had developed. One of
the teachers volunteered that she would prepare some songs, games,
and worksheets to share with the other teachers that could be used
to teach Spanish vocabulary. After much confusion and comparing of
calendars, it was decided that the meeting would be held at the
teacher's home, on Saturday, March 3, 1990. Some of the teachers
expressed dismay that they would have to give up some weekend

4 ",
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time but agreed that it would be a worthwhile activity. They further
agreed to make it a "pot-luck" lunch. The Webster facilitator agreed
to contact them the week after the scheduled meeting for a report
and to schedule the next meeting. In March he learned that the
scheduled meeting was canceled. No explanation for the cancelation
was offered. Attempts to schedule further meetings in March, April,
or May were unsuccessful. Despite calls to each of the Webster
teachers, no further follow-up sessions could be scheduled. Either
the phone calls were not returned or the teachers could not find
available time.

The Spanish teachers at Webster were not able to find times
after school when they cuaid all get together. Most of the teachers
were involved in a number of after-school activities including
coaching student sports, continuing education at the University of
Minnesota, and other school meetings. They expressed a feeling that
the school was placing too many demands on their time and energy.
The structure of the open-school already required them to
participate in a number of teams, and the Spanish team functions
often received a lower priority than other tasks. They did not feel
the need for additional team building. Although they liked the idea
of peer coaching, it seemed unworkable as there was not enough
time available to engage in such activities. The teachers did
express a need for additional resources aryl time for curriculum
building.

Individualized Learning Plans

The Spanish teachers were given a brief introduction to the
Individualized Learning Plan (ILP) and received the necesslry
worksheets (see Appendix F) when the first survey was conducted.
Sandy Johnson called each of the teachers who had signed up for the
ILP to verify the time and place and to resolve any scheduling
conflicts. She also called the teachers who hej not signed up for a
time to see if they wanted to schedule a meeting. Finally, she left
notes in the school mailboxes for the teachers she was not able to
reach by phone.

Ms. Johnson met individually with 21 of the 27 teachers
involved in th9 project. These meetings were scheduled December
11-22, 1989, at a time and place convenient to the teachers. These
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meetings lasted from 45 minutes to 2 hours, with an average
meeting length of about one hour.

When she met with each teacher, she explained the process as
an opportunity for them individually tn look at their short- and long-
term career development as it related to the Spanish program. Some
of the teachers had painstakingly filled out the worksheets, while
others had misplaced them, hadn't had time to fill them out, or had
decided to work on them at the meeting. The teachers' interest in
the ILP process varied, although all of those with whom Ms. Johnson
met were willing to work through the ILP process in some way.

Many of the teachers expressed a number of concerns about the
Spanish programs not related to the ILP process. They used the time
with Sandy to release their feelings about the Sparr lh program's
shortcomings, their personal frustrations and needs, and their
satisfaction with some of the changes.

Language Practice Sessions

There were a total of seven Spanish language practice
sessions. Approximately one week before the meeting, the teachers
were sent an announcement reminding thcm of the time and place for
the meeting. If attendance was flagging, phone calls were also made
to each of the schools to remind the teachers of the meetings, check
that the announcements were being received, and to see if there was
anything else that could be done to facilitate teachers'
participation. Each meeting lasted for two hours (4-6 p.m.). For six
of these meetings, all of the Spanish teachers were invited to gather
at a culturally appropriate (Mexican/Spanish) restaurant and
practice Spanish language skills over a meal. All such meals were
paid for by the project grant (teachers were required to pay for any
drinks). The seventh meeting was held at Amy Tolbert's home where
she prepared an authentic Venezuelan meal. At these meetings,
teachors were encouraged to discuss common concerns, share
information, or simply socialize. However, all conversation was in
Spanish. Structured activities (games) were sometimes used to
expand the scope of the conversation between the participants and
to help develop expanded vocabulary skills. A native Spanish speaker
attended a few of the meetings to help with language skill
development.

4 ":4

4 4
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Attendance at these meetings fluctuated from month to month,
ranging from eight to twenty participants. The Ramsey teachers
seemed to attend most frequently. A few teachers from Jefferson
attended and one teacher from Webster was very consistent in
participating. The teachers appeared to enjoy these sessions and,
overall, the response seemed very positive.

Curriculum Development Workshops

Dr. Helen Jorstad, Associate Professor of Second Languages at
the University of Minnesota, conducted a number of curriculum
development workshops for the teachers. Two half-day workshops
were held in March, and two in April, 1990. Substitute teachers
were hired and release time granted so all eligible teachers could
attend.

The March workshops were for teachers of grades K-2.
Between 12 and 14 teachers attended each of these sessions. The
focus of the workshop was on the development and sharing of ideas
and materials to teach Spanish in the classroom. Each teacher
developed .at least one idea or set of materials to share with the
other teachers. Dr. Jorstad also shared a number of materials she
had discovered and developed through her work. She distributed a
reference list of print resources.

The April workshops were for teachers of grades 3-6. These
workshops gave the teachers the opportunity to work in grade-level
teams, both in and across schools to develop new materials.
Refinement of the scope and sequence of instruction was also
emphasized.

Dr. Jorstad conducted a full-week workshop for the teachers
on July 9-13, 1990. A total of seven teachers attended: 4 from
Ramsey, 2 from Webster, and 1 from Northrup. (The Northrup school
was not a participant in this project; however, the teacher had
expressed a desire to attend this workshop.) Teachers worked in
grade-level teams, both in and across schools, to develop teaching
materials and to refine the scope and sequence of the curriculum.
Dr. Jorstad helped the teachers identify public sources of teaching
materials and demonstrated their use. The use of children's
literature and whole-language material was also stressed.

0 i I
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There was considerable discussion about the role and goals of
immersion programs and the options for students to continue
language study. Long-range planning for the students and the
programs was identified as a central issue for all the teachers
regardless of grade level taught, school, or type of immersion
program.

The school district's policies and procedures for integrating
new students into the immersion programs were identified as
problematic. It is not uncommon to have students with little
language preparation placed in an immersion program. These
students do not have adequate language skills to benefit from the
math and science instruction conducted in Spanish. The typical
advice to teachers facing this situation has been to teach more of
the lessons in English. However, this penalizes tha students who
have been in the immersion setting longer and who do have adequate
language skills. Indeed, teaching the content in English runs counter
to the goals and methods of an immersion program. Yet, if the
teacher chooses to continue the teaching of content in Spanish, there
is a chance that the less skilled student will not learn the lesson
content. Teachers attending the week-long workshop see this issue
as very imprrtant and believe it must be addressed at the district
level.

There was also a request for increased inter-school
cooperation and communication to allow teachers to share ideas,
materials, approaches, concerns, and solutions to problems. The
teachers agreed that the workshops were valuable and hope they will
continue. They expressed a desire for additional inservice education
to help them develop new materials and approaches for language
education.

Translation of Units

One of the objectives for the second year of the project was to
complete the translation of the science units. This was
accomplished throught the translation of eight additional science
units, bringing to 19 the number of units developed during the two
years of the project (see Volume Two of this report), and a total of
31 units available. Only four teachers chose to participate in this
activity, even though they were pid on an overload basis for their
participation. Most of the translations were completed during the
spring break, though some were done after school hours.

4 6
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Development of Language Skills in Upper Grades

To assess the efficacy of the immersion process on the
development of language skills, partial immersion students in the
fifth and sixth grades at Jefferson school were tested for Spanish
language proficiency.

Testing methods

Students were tested on their Spanish language proficiency in
May and December of 1989, and again in May, 1990. The testing was
done using the Center for Language Education and Research (CLEAR)
Oral Proficiency Exam (COPE). This examination has been found valid
and of sufficient scope to measure language proficiency accurately
in kindergarten through sixth-grade students (Gutstein, 1987; Wang,
1988) The COPE requires two students to be tested simultaneously
under the direction of an examiner while a second examiner scores
the student response. The students are given a short role play to
enact, and the students' proficiency is recorded on a standardized
form. For example, the two students will 'le told that one of them is
to play the role of a student in Mexicl and the other is to play the
rola of a student from the U.S. They are to spflau to each other in
Spanish and discuss a typical day in a Mexican school. The examiner
watches the interaction and rates each student's proficiency in
using the Spanish language.

The examiners for the first set of student examinations
conducted in May of 1989 were Jane Gayton (a graduate assistant at
the University of Minnesota who had pilot tested the COPE), Dr.
Mellgren, and Doris Heisig, a graduate assistant at the University of
Minnesota. The stude::t examinations in December of 1989 and May
of 1990 were conducted by Doris Heisig, Nancy Andrews (a Spanish
language teacher at Jefferson), and Marlene Wilson (a Spanish
language teacher at Jefferson).

Both Spanish teachers and project staff have raised several
issues regarding the use of the COPE with elementary school
students. As noted, the COPE is a test of proficiency, not of
language content. The Spanish programs in this project focused on
the teaching of content. Proficiency is developed over time and
through practice. The COPE does not test what is being taught in
these Spanish language programs.

r )
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By requiring two students to interact in a role play, the less
able sthdert may hinder the performance of the more able student.
Further, twit scores are highly dependent on the skill of the person
conducting the examination. Members of the project staff noted
differences between examiners which may have affected students'
scores.

The COPE is a "PJaled down" version of a language proficiency
examination for &kilts Some of the descriptors used in the exam
are not appropriate for children. The testing situation may be
difficult for elementary students as they may not have enough
content knowledge to complete the role play even if they have
adequate language skills. For example, given the role play noted
above, the student may not know what occurs in a typical Mexican
school and, hence, cannot fully participate in the role play.
Elementary students may not be able to fabricate facts for the
purpose of the testing situation. Furthermore, elementary students
may not feel open and comfortable with an examiner who is a
stranger to them, thus reducing their performance. However, having
a familiar teacher conduct the testing may introduce bias. The
examiners in this sitt ation were the students' teachers which also
introduces bias as the teachers want their students to succeed, and
it may be assumed that they hope the results will reflect favorably
upon their teaching. One of the examiners did mention a tendency for
one of the teachers/examiners to assist students who were having
difficulty during the testing.

One final caveat needs to be made regarding the testing. The
environment where the tests were conducted was not unitorm and
was not conducive to student performance. In one case students
were tested in a teachers' lounge while other teachers were also
using the room. In at least one of the testing situations, the
teacher/evaluator was frequently interrupted by phone calls into the
room.

Results

Twenty-one fifth grade students from the Jefferson immersion
program were tested with the COPE ;n May of 1989. As Jefferson
had the only true partial immersion program, only Jefferson
students were tested. Five of the students were native Spanish
speakers. With the exception of the native speakers (all of whom
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scored in the advanced or superior range), the students were rated in
the novice classification.

In December of 1989 this group was tested again; however, the
composition of the group had changed. Eight students, including all
of the native speakers, had left the program, and 2 new students had
been enrolled resulting in a total of 15 students in the program.
Using the COPE, 12 of the students were rated as novice, 2 as
intermediate, and 1 as advanced.

The same 15 students (now in the 6th grade) were tested in
May, 1990; 11 were rated as novice, 3 as intermediate, and 1

advanced. (See tables below)

COPE distribution for Jefferson 5th Grade Students
May 1989

Novice Intermediate Advanced
Subtest Low Mid High Low Mid High Advan Plus

,
Supr.

225Irehension 1 0 6 1 4
Fluency 1 4 2 5

Vocabulary 1 5 1 5

Grammar 1 6 1 4 *
'student is a native speaker

COPE distribution for Jefferson 6th Grade Students
December, 1989

Novice Intermediate Advanced
Subtest Low Mid High Low Mid High Advan Plus Su. r.
Comprehension s 3 1 2 1

Fluency 9 5 1

Vocabulary 1 1 3 1

Grammar 1 4 1

COPE distribution for Jefferson 6th Grade Students
May, 1990

Novice Intermediate Advanced
Subtest Low Mid High Low Mid High Plus Supr.
Comprehension 5 4 2 2 1

,Advan
1

FluencY 9 1 3 1 1

Vocabulary 1 0 3 1 1

.

Grammar 1 1 0 4 1 ,
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Fifth grade students were also tested using the COPE in
December of 1989 and May of 1990. Twenty-two students were
tested in December while nineteen were tested in May.

COPE distribution for Jefferson 5th Grade Students
December, 1989

Novice Intermediate Advanced
Subtest Low MidL.fth Low Mid *km Su r.
Co hension 4 3 1 3 2

_ft.:"Advan
1 3 1

Ro n
II=LIF 4 2 5 1 1

Vocabula 8 ' 2
,

2 1

,

Grammar 1 4 1 1

,

*student is a native spea;:r

COPE distilbution for Jefferson 5th Grade Students
May 14a0

Novice imermealate Aavancea
Subtst Low Mid High Low Mid High Advan Plus tr.
Comprehension 7 2 1 1 4 3 1

Fluency
,

8

8

2
4

3
3

. 1 4
3

1

1

,-
Vocabulary
Grammar 16 2 1 ..

Because of the numerous concerns associated with the use of
the COPE with children, changes in the student population over the
course of the project, and the possibility of bias in the testing
procodure, it is not possible to maks i definitive statement about
changes in the students' language skills over the course of this
project. Examination of the raw data on an individua; student basis
is equally difficult to assess due to the same factors.

Workshop for School Principals

A day-long workshop for elementary school principals was
held at the Administrative Offic es of the Minneapolis Schools on
August 21, 1990, led by Carol Ann Pesola, Avsociate Pr, fessor of
Education at Concordia College in Moorhead, Minnesota, a nationally
1/4nown authority in second language instruction in the elementary
schools (see Curtain & Pesola, 1938; Pesola, 1988). The purpose of
this workshop was to: acquaint the participants with models of

r; 7-,
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elementary language programs, to inform them of appropriate
teaching strategies for language instruction in the elementary
grades, to inform them of appropriate outcomes of elementary
language programs, and to present profiles of successful elementary
grade language teachers. Twenty-six elementary principals and
assistant principals (-60%) participated.

The workshop started with a review and discussion of the
various hypotheses about how children acquire a second language,
followed by a presentation on communicative language teaching. The
conditions necessary for the acquisiton of a second language were
reviewed, and the implications for effective teaching were
dscussed. A method of classifying language proficiency was
presented, including the characteristics of each level and teaching
techniques that are most appropriate for each level. The workshop
reviewed numerous models used to teach foreign languages in the
elementary grades including: immersion programs (total immersion,
partial immersion, early immersion, late immersion, and two-way
immersion), FLES (foreign language in the elementary school),
content-enriched FLES, and exploratory programs. Each model has
its own set of goals, characteristics, and/or methods. The
implications of a content-based system were reviewed in relation to
program planning and articulation. The workshop leader also offered
a number of guidelines and suggestions for successful instruction
and presented each of the participants with a set of notes and a
bibliography of selected research (Appendix G).

Student Achievement Scores

Data processing for the Minneapolis Public Schools provided
achievement score data for studens in the Jefferson school Spanish
program for comparison with all students in Jefferson school and
with all students in the city.

California Achievement Test score comparisons with national norms

Testing was conducted in the spring of 1990 for students in
grades two through four and grade six using the California
Achievement Test, Form E. Reports were generated listing each
student's performance compared with national percentile ranks
(Appendix H). Individual percentiles were averaged for the table
below.
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Jefferson Spanish Immersion students scores on
the California Achievement Test as national per:entiles

(Grades 2-4 and 6)

Graie Vocabulary Reading
Comprehension

Math
Corn . tation

Math
Concepts

Grade 2
mean 31.95 mean 36.95 mean 53.54 mew 43.64

s.d. 24.53 s..I. 32.05 s.d. 26.13 s.d. 30.56

Grade 3
mean 47.25 mean 48.50 mean 32.18 mean 46.39

s.d. 26.83 s.d. 26.18 s.d. 17.85 s.d. 26.63

Grade 4
mean 62.33 mean 56.07 mean 66.07 mean 66.07

s.d. 27.64 s.d. 21.73 s.d. 19.88 s.d. 25.54

Grade 6
mean 42.07 mean 51.73 mean 58.07 mean 55.14

s.d. 25.84 s.d. 25.94 s.d. 18.40 s.d. 22.91

These results are mixed; students in the immersion program
compare more favorably on the mathematics subtests than on the
language arts subtests. Five of the eight comparisons show the
immersion students to be above the national average. Students in
the lower grades (2 and 3) tended not to meet the national average,
while students in the higher grades (4 and 6) consistently exceeded
the national average. Immersion students exceeded the national
average on three of the eight language arts subtests. Again,
students in the higher grades tended to outperform the national norm
(on three of the four comparisons), while the students in the earlier
grades were consistently below the national average, though
students in Grade 3 were very close to the national average. The
worst comparison with national norms was for second grade
students on vocabulary (31.95 percentile).
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California Achievement Test score _comparisons with school and cityMUM for mathematics subtelta
In addition to providing national norm comparisons, dataprocessing provided norms for Jefferson school and for the totalschool district, by grade level (Appendix H). Language arts normswere not available; norm comparisons were available only formathematics subtests.

Appendix H also shows the distribution of scores on the twomathematics subtests by quartile (using national percentiles) bygrade level, comparing the Jefferson Spanish partial immersionclasses with the school-wide and city-wide quartiles. On mathcomputations .at least half of the immersion students were in thetop half for all grades except grade 3 in which only 11% of thestudents wet., in the top half. In grade 4, 87% of the students werein the top half. On math concepts and applications, at least half ofthe students are in the top half, except for the second grade, whichhad 32% in the top half. Fourth grade again excelled with 80% of thestudents in the top half.

Further comparisons were made by using the median percentilescores for comparison purposes. These scores were obtained fromsummary tables (in Appendix H) which averaged raw scores and thenassigned a percentile equivalent. The results are summarized in thetable below.
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Median percentile on the California Achievement Test

Group I m mersion ! Overall School C 1 ty -wide

6th grade
Math computation

Concepts & Appl.

6 5

5 6

5 1

5 4

5 4

6 0

-
4th grade

Math computation

Concepts & Awl.

7 1

7 0

2 3

3 8

4 4

5 5

3rd grade
Math computation

Concepts & Appl.

2 9

5 5

2 6

4 3

4 5

5 9

2nd grade
Math computation

Concepts & Appl.

5 4

3 1

4 7

6 4

5 6

5 5

o

The median scores reveal somewhat different results from the
earlier mean scores. In six of the eight mathematics scores, the
Jefferson immersion students exceeded the 50th percentile; the
exceptions were 3rd grade students on math computation and 2nd
grade students on math concepts and applications. In every :nstance
except 2nd grade math concepts and applications, the medians for
the Spanish immersion students exceeded the overall school
medians: at the 4th grade, both mathematics subtest medians
considerably exceeded the school medians. On only three of the
subtest scores did the Jefferson Spanish immersion students
exceed city-wide medians: both 4th grade subtests and 6th grade
math computation.

1 a . : : 1 I 11 I I ; I I II - .: -
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Fifth grade studen's did not participate in the California
Achievement Tests during Spring, 1990. They did, however,
participate in the district-set benchmark testing in reading,

e
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mathematics, and writing. The other grades did not participaie in
the benchmark testing. The fifth grade results are shown in
Appendix H.

In mathematics 85% of the Jefferson Spanish immersion
students passed the benchmark, compared with 54% of the school
and 79% of the district. A comparison of students in the top half
revealed 35% from the immersion program, 25% in the school, and
49% in the district. Average percent correct for the immersion
program was 78.7, compared with 74.8 for the school district.

School comparisons were not available for reading and writing.
The immersion program students scored 88.3% in reading compared
with 80.0% for the district. In writing, the immersion mean was 2.8
(-In a 5-point scale), compared with 2.5 for the district.

CONCWSIONS

The experiences of the two-year project led to the following
conclusions:

1. awaaribjp was lacking. The teachers in the project did not feel
ownership in th9 project because they were not involved in deciding to
begin the project or in determining the activities to be used to pursue the
purposes of the project. The project personnel involved in the second year
of the project had not been involved during the first year. Thus, they had
no say in the activities that had been begun and, in some ways, needed to
be continued to maintain the integrity of the project as funded. This lack
of involvement violated a basic premise of organization developme.,--
that those involved in the intervention must have ownership and
empowerment. This lack of input created non-ownership of the project,
leading, in turn, to disinterest on the part of the teachers in carrying out
some aspects of the project.

2. Peer coaching was not a successful intervention. The teachers
simply refused to participate in the peer coaching. First, the teachers
expressed apprehension about doing peer coaching. They did not see value
in it and were not anxious either to provide feedback to peers nor to have
other teachers present in their classrooms for the purpose of providing
them with feedback. Second, they were not willing to give up their own
class time to visit another teachers class, even though the project was
prepared to provide them with substitute teachers.

6 9
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3. The organizational culture did not support the project. The
assumption built into the project was that there was a commitment on the
part of supervisors and administrators to have the Spanish immersion
experiences work and have the teachers succeed. The relationship
between some teachers and their supervisors, however, reflected a lack of
support, and, in some instances, the relationship was clearly adversarial.
Again, the project violated good organization development practice. The
culture of the organization was not officially diagnosed. If it had been, it
would appear that very different interventions would have been
recommended, and there is little evidence that those interventions would
have been accepted by the system.

4. I: III I 01 lb II- I -I -: 1111: Of : Ill
violated within this system. Immersion, whether full or partial, assumes
that students put into the program are capable of learning foundational
content in the second language. This system, however, places students in
the immersion program without regard for their background or ability (or
even interest) in the second language. Thus, students with background in
the language are held back, students without background are inhibited in
their entire oducational experience, and teachers are frustrated. It would
appear thdi the only "winner" is the administrator who has to get numbers
enrolled in each class up to some minimum number.

5. The practice settings in an appropriate cultural setting were
Iwell-received and viewed as helpful in irnprovino the teachers' language
skills. The mealtimes in Spanish or Mexican restaurants were well-

I received. Some teachers did not participate because the meals were not
on official work time. This practice would also be difficult to implement
in another setting because of the cost to the school district. Teachers

I would probably not participate on their own, without a language expert to
facilitate the time together, using their own money. Teachers did feel that

Itheir use of the language improved through the sessions.

6. Teachers perceive themselves to be overworked and were

I reluctant to take on "extra" tasks. Participation in several activities was
low because teachers perceived that they did not have enough time. This
created a strong culture of not doing anything outside of the classroom or

I outside of "regular" working hours. Certainly, if they did, they expected to
be paid for it, e.g., doing translations or attending workshops. h fact,
since they were being paid for almost all activities available to them, ar J

Iyet participation was not high in some activities (only four teachers
completed translations), it appears unlikely that these teachers would

Ilparticipate in many of these activities even for pay. The system either

I 6 1
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does not provide sufficient rewards, or the teachers' priorities lie
elsewhere.

7. While the teachers perceive that there is a lack of materials,
they see this more as a lack of activity material than of material needing
to be Vanslateg. One of the reasons for the low participation in the
translation process may be because teachers do not perceive it to be
important. An expressed need of the teachers was for more materiais
with appropriate activities to use in the classroom.

8. The Individualimd Learning Plan process was not valued by the
. It was recognized in

the revision of the second year project that follow-ups would be
necessary to maximize the value of the ILPs. When the process was
implemented, however, teachers expressed great reluctance to participate
in follow-up activities--because they did not have time and because they
did not see the value. However, in the project-end evaluation, they
indicated a need for such follow-up for the activity to be effective.
Better groundwork up front might have created better acceptance.

ra: : : 1 :I :111 , -ti

9. Cross-school communication among immersion program is
desired by teachers. In an attempt to create rapport with one consultant,
to acknowledge that each school has a different culture, and to do team
building, the schools met together as groups, without interface with other
schools, except in the curriculum workshops and in the practice sessions.
Teachers, however, felt that cross-school communication would provide
opportunities for teachers to share activities and experiences that worked
well for them and would free them up to look at innovative concepts for
their own schools. Cross-school teams, at least on occasion, would
appear to have potential.

10. The team development activity was received positively. While this
was not a universal judgment, two of the three schools valued the full-day
team building activity, and one school valued the follow-up team building
activities. Another school, however, would not cooperate even to try the
follow-up team building activities. This conclusion again points to the
different cultures that exist within each of the schools. It also leads to
the next conclusion.

11. The teachers were more interested in task accomplishment /hen in
process. The negative observation from the teachers on the curriculum
workshops held during the year was that they wanted to "do" more, rather
than look at the "how" or "why" of language immersion. The items

6 A,
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identified as valued tended to focus on those things that the teachers
perceived as contributing in a practical way to their classroom activities.
They tended to view items related to process as less valued.

12. Ihe principals' workshop was well-received. The facilitator has a
national reputation in the field of language immersion education, which
may have contributed to the success of this aspect of the project.
Another possible explanation for its positive acceptance may have been
the desire by the principals to gain more information about an important
area of curriculum development with which they were not knowledgeable.
This may also be a contributing factor to the perceived adversarial
relationship between the teachers and their supervisors.

13. No conclusions can be reached about improved teachu language use
jn the classroom (because teachers would not permit observations),
improvement in student language skills (because of a lack of an acceptable
measurement tool for immersion elementary students), performance on
non-Spanish skills (because sufficient, appropriate base line data do not
exist within the school system), and the acceptability of a three- or five-
year followquy plan (because insufficient progress was made in the
project to undertake such a task). Several important concepts built into
the project remain unanswered--because appropriate measurement tools
were unavailable and because of resistance from the teachers toward the
project.

14. The culture survey detected no statistically significant differences
in teachers' attitudes and morale over the course of the second year
activities. Teachers indicated at the start of the second-year of the
project that their overall attitudes and morale were quite positive. At
the end of the project these attitudes appeared unchanged. While many
components of the project were well received, there is no statistical
evidence that the various activities had any effect on their outlook.

15. Immersion programs do not hamper achievement in core
subjects and may even enhance achievement. Especially in the uppEr
grades, students performed consistently above the performance of the
other students in the school and favorably compared with district-wide
and national norms. While student performance at the lower grades was
somewhat less favorable, it may be that immersion students, as they
acquire some competence in the second language, catch up to and even
surpass their peers who have not been in the immersion program.
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RECOMMENDATIONS

The following recommendations emerge from the conclusions of the
project and suggest improvements in future projects designed to enhance
elementary Spanish immersion programs:

1. Get ownership trom all parties involved. Teachers, supervisors,
principals, project consultants, and district-wide administrators must all
have buy-in to, or ownership for, the project and its associated activities
prior to the beginning of the project. Feedback obtained in this project
suggests major climate-related interventions to improve the
relationships between teachers and supervisors.

2. Apply the action research model of organization development
don't use simply a tool kit of activities. There must be clarity about the
problems that are to be addressed and the objectives to be accomplished.
Using the action research model would accomplish recommendation 1,
above, through the initial or contracting phase. Organizational diagnosis
would identify the problems that exist and describe the culture in which
the intervention is to take place. Feedback of the results would gain
further buy-in and en:ist participants in the problem-solving planning.
Implementation would then be supported, which would be confirmed
through the evaluation phase. In the present case, early phases were
skipped, moving directly to implementation, followed by evaluation. This
process would also have identified the bias of the participants to task
accomplishment and their dislike for process activities.

3. Continue to use team building, practice language sessions. and
the principals' workshop. All of these activities were well received and
were perceived to have improved the classroom climate and the teachers'
impact. Offering more frequent principals' workshops and offering them
earlier in the project would also increase the likelihood of increased
support from administrators for the teachers involved in the project.

4. If teachers are willing to use their Individualized Learning Plans,
individualized follow-up should appear periodically throughout the
project. The lack of follow-up was perceived to have been the major
reason why teachers did not value this activity more, in addition to a
generally negative initial perception of value.

5. &y.alip_Instringess the Spanish
Janguage benefits students are gaining from immersion_ instruction.
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jnstruction on these core courses. While base line data are included in
this report, it would have bet i helpful to have data from two consecutive
years so that pre- and post-test data could be compared.

7. The purpose of immersion programs should be clarified:_oolicies
peed to be put in place to support this purpose. Such policies would likely
prohibit administrators from placing students in such programs who do
not have the language background to benefit from such instruction,
particularly in the upper elementary and junior high grades. The district
consultant would also receive released time to provide more direct
assistance to the schools, principals, and teachers in implementing and
improving continuously the Spanish immersion programs.

8. Use cross-school teams. in addition to same school teams. It is
not necessary to use only one model in such a project, though it is clear
that not much time can be used for team activities. Nevertheless, it is
possible, and appears to be useful, to form cross-school teams for team
building as well as for task accomplishment.

9. II- OOff:1 f :1 : - I:
than on translations. This does not imply that translation is not
important; it should continue to be a part of any future projects designed
to improve immersion programs. However, development time, curriculum
workshops, and even team activities should provide greater emphasis on
the development of activities that can be used, rather than simply on
translations.

10. By contract. teachers should have the option of extending their
work day and their work year: such teachers should also be held
accountable for what they accomplish on this time. In this process,
teachers would have freedom to choose the level of their involvement.
They would also be fairly compensated for extra hours required by the
project and not feel that they had been taken advantage of. The
commitment would also be integral to their employment, and not
piecemeal or fragmented as may be the case when each additional project
is an add-on.

11. further research is needed to adc.-ess difficult ayestions such as.,
What is the impact of elementary immersion instru(ition_ on the
accwisition of basic skills? on Spanish language skills? What is thua
impact of various manization development interventions on these ,5ame
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variables? Clearly, much more research is essential if basic questions
relating to elementary immersion programs are to be answered. Carryin2
out this recommendation implies successful accomplishment of
recommendation 5, above.

12. Continue to offer the Spanish partial immersion programs. With
the data available through this study, there is evidence that the
immersion program does not negatively impact acquisition of basic skills
and, in fact, over time, may enhance such acquisition. At the same time,
some Spanish language competence is emerging. Considerably more
information is needed, however, to bolster this recommendation.
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5- NIVERSITY OF MINNESOTA Department of Curriculum and Instruction1

TWIN CITIES College of Education
Peik Hall

September 26, 1989 159 Pillsbury Drive S.E
Minneapolis, Minnesota 55455-0208

Ms. Tawana Hughes, Grants Officer
U.S. Dept. of Education
Grants and Contracts Services, Section B
ROB #3, Room 3642
400 Maryland Avenue, S.W.
Washington, D.C. 20202

Reference: "Enhancing Teacher Performance in Spanish Elementary
Classes" Grant Category - 84.168F, Award R168F80008

Dear Ms. Hughes:

Enclosed please find the end of year report for the first year of
the grant listed above. This report is based on extensive,
accurate records maintained by Doris Heisig, graduate assistant
assigned to work on this grant and principal author of the enclosed
report.

We feel the first year cf the grant was successful, having
accomplished many of the goals set in the proposal. While there
is much work to be done in this area, we feel we have made a good
start in helping to develop curriculum and staff for language
immersion programs.

At this time I also wish to inform you that I am no longer
employed at the University of Minnesota and therefore am no
longer working on the grant. Please consider the enclosed report
as a final report of the time which I was principal investigator
for this grant.

Please contact Rick Dunn in the U of M Office of Research and
Technology Transfer Administration for further information on this

grant.

Sincerely,

g#C04#14(
Mil ie Park Mellgren

CC: Thomas Wikstrom, Program Officer
Rick Dunn, UM office of research
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ILS,DEPARTMENT OF EDUCATION GRANTI
ENHANCING TEACHER PERFORMANCE
IN SPANISH ELEMENTARY CLASSES

INTERIM REPORT
YEAR I: 1988-89

from the
University of Minnesota

Prepared and Subm:!tted by

Doris Heisig and Professor Millie Mellgren

Introduction
This report is comprised of two parts. The first is an overall description

of the events and progress of the grant during its first year. The following

categories are covered in this first section:

I. The teachers, schools, and grant personnel involved.
IL Methodology and curriculum workshops - Carol Ann Peso la
M. Teacher workshop days for grade levels
IV. Impact on program structure and curriculum plans
V. Spanish Language Practice sessions for teachers
VI. Peer interaction and observation
VII. Oral proficiency testing of fifth and sixth graOe students
VIII. Summer workshop with Professor Helen Jorstad
IX. End of the year changes in teachers and grant personnel.
X. Academic presentations concerning the grant

The second section is a compilation of the reports, notices, and

memoranda that were written throughout the year for the grant. Part II is

submitted as documentation in support of expenditures for the first year of

this grant.
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PART I

I. The teachers, schools, and grant personnel involved

During the 1989-90 school year there were nine (9) schools in the

Minneapolis Public Schools district that offered instruction in foreign

languages at the elementary level. Of 32 teachers, 30 gave instruction in

Spanish; one school Offered French and another school in the district Offered

Norwegian. Most of the Spanish teachers, 26 of the 30, taught in three of

the schools; the four remaining schools employed one Spanish teacher each.

Although the greatest concentration of effort for the grant was directed

toward the thiee schools with the most Spanish teachers, the language

teachers from the other schools were included in many grant-sponsored

activities. Events were coordinated by the University of Minnesota in

conjunction with individual school principals and with the World Languages

Coordinator for the school district, Lee Lundin.

During 1988-89 Wilder Fundamental School had a Spanish partial

immersion program staffed by 8 teachers. In a partial immersion setting,

instruction in school subjects takes place in the foreign language for at least

half of the school day. Webster Open School and Longfellow nternational

/Fine Arts Center employed 7 and 11 teachers, respectively. The Spanish

programs at these two schools can be described as content-enriched FLES

(Foreign Language in the Elementary School). Instructional time in Spanish

in these schools averaged 45 minutes per day, with the focus on the social

studies and science content areas.

Professor Millie Park Mellgren was project director for the grant during

the first year. Carol Ann Pesola acted as a 25% time graduate assistant for

the grant and conducted several workshops for the teachers, as well as one

1 t)
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for the school principals. Doris Heisig was hired as a 50% time research

assistant. The preparation and translation of science materials into Spanish

was funded by the grant on a case by case basis with selected Spanish

teachers in the district hired as translators.

II. Methodology and curriculum workshops Carol Ann Peso la

Carol Ann Peso la, Ph.D. candidate at the University of Minnesota and co-

author of the 19N textbook languages and Children-Making the Match:

anign Languan Instruction in the Elementary School, was called upon to

conduct several workshops and inservice sessions on behalf of the grant. A

workshop for the principals of the schools involved was given in the fall.

Given the diversity of backgrounds among the district teachers in the field

of second language instruction, it was decided that a workshop on

elementary foreign language learning should be conducted for the teachers.

This was done in December, 1988. The substance of these workshops has

been recorded; copies are appended to this report in Part Il.

Curriculum workshops specific to the three major schools represented in

the grant were conducted in the winter of 1989. Descriptions of these

events can also be found in the second section ef this report. In order to

plan for the creation of a language arts scope and sequence charc for that

school, one final follow-up workshcp was given for the teachers at

Longfellow School in May, 1989.

III. Teacher workshop days for grade levels

To encourage the development of adequate materials for content areas

taught through the medium of Spanish, teachers across schools at specific

grade levels met on separate occasions to discuss ideas and to create and

share materials. The dates for these workshops are located in the list of
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Chronological Events, a calendar which appears at the start of Part II of this

report.

IV. Impact on program structure and curriculum plans

The administration of this grant has given impetus to substantive

beneficial changes in the Spanish programs of the schools. involved. In the

case of Wilder Fundamental School, the Spanish staff felt a strong need to

create a language arts curriculum for their school. Therefore, the workshop

given by Carol Ann Peso la at Wilder addressed this need. In the months

that followed, the teachers then organized themselves and proceeded to

construct their own language arts curriculum.

In the case of the Longfellow International Fine Arts Center, grant

participation pinpointed the necessity of a more clearly defined set of goals

as well as overall structure for the Spanish program then in place.

Prompted by this need, the Spanish program underwent an evaluation,

conducted by Professor Helen Jorstad of the University of Minnesota. This

evaluation, then, became the basis for the grant-sponsored curriculum

strategy session at Longfellow School on March 21, 1989 and was followed

by another planning session with Carol Ann Peso la at that school in May

1989. The Longfellow teachers worked during summer 1989 to formalize

their language arts curriculum.

It is very evident that without the benefit of participation in the grant,

these positive changes would have either come about very slowly or may

not have been pursued at all. It is clear that the teachers involved are very

proud of the results of their work and that they appreciate both the

opportunity to pursue and accomplish difficult tasks and the encouragement

and guidance given them as well.
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V. Spanish Language Practice sessions for teachers

Practice sessions for maintaining and improving the Spanish language

skills of the teachers were schedl. led in the winter and spring of 1989.

These sessions averaged 2 hours in length and varied from semi-formal

structure to informal. Either Doris Heisig or Professor Mellgren attended

these sessions. To provide a culturally appropriate environment and to

encourage self expression in Spanish, various Mexican restaurants were

selected for the meetings. The gatherings were held in different locales

each time. Settings were chosen based on proximity to one or the other of

the three major schools participatiag in the grant. An after school weekday

time frame was chosen to encourage attendance by avoiding the

complexities of diverse dinner-time and evening commitments. A small

stipend for teacher participation was provided; teacher attendance varied

from session to session.

These sessions served a dual purpose. The primary objective of Spanish

language practice was fulfilled; very little English was spoken. Teachers

appreciated and used these sessions as opportunities for Spanish practice.

A second objective was the opportunity for interaction among teachers

across schools in the same district. Distanced from the formal restraints of a

school setting, discussions took place on the means by which teachers from

other schools accomplished the business of content instruction in Spanish.

There was a sharing of thoughts, techniques and ideas.

VI. Peer interaction and observation

Teachers were encouraged to visit the classrooms of other teachers in

the school district. Several teachers also chose to visit the Spanish

elementary immersion programs in the Minneapolis-St. Paul area. The

I J
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teachers who participated in classroom visitations wrote favorable

comments about their experiences. These comments appear in a short

summary in Part II of this report.

Teachers voiced their appreciation for the opportunity to become better

acquainted with their counterparts in other schools. They expressed that

too often they taught their classes, planned, corrected homework, and

attended meetings within the confines of their own schools. Becoming

acquainted with other teachers on a first name, face-to-face basis was

important; they exchanged feelings of isolation and frustration as well as of

reward. Bringing together individual teachers from separate schools with

different philosophies was an enriching experience promoted by the

activities sponsored by the grant.

VII. Oral proficiency testing of fifth and sixth grade students
Fifth and sixth grade students in the Spanish partial immersion program

at Wilder Fundamental School were tested in May, 1989 using the Center

for Language Education and Research (CLEAR) Oral Proficiency Exam, known

ats the C.O.P.E. testing materials. Examiners were Jane Gaytan, Dnris Heisig

and Professor Millie Mellgren. For test results, see the materials attacked to

Part II of this report.

VIII. Summer 1989 workshop with Professor Helen Jorstad

The writing of curriculum and materials was both a goal of this grant

and a need expressed by the teachers. To help meet this goal, a special

summer workshop was created and conducted by Professor Jorstad. This

course revolved around developing instruct:mai materials for an integrated

elementary language curriculum, teaching a second language through

regular elementary school curriculum content and creating materials for
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content-based instruction, and examining/developing procedures for

assessment of language in task-based and content-focused instructional

settings.

Teachers who atl.ended this workshop participated in lecture-

discussions on the topics outlined above and were then given time each day

to work on individual projects. One comment that surfaced again and again

in the teacher evaluations of the workshop centered around the positive

nature of a workshop where ideas, materials, references and information

were shared among teachers. Teachers appreciated guidance on their

specific projects and felt encouraged to 'create' in a professional capacity.

Workshop topics included language arts activides for the writing

process through use of the language experience approach, creating a

structure for determining a child centered curriculum, creating specific

units and activities, continued wolk on scope and sequence charts for the

science curriculum in Spanish, adding language arts to the science units that

had been translated, and use of 'big books' in the whole language approach

to reading.

IX. End of the year changes in teachers and grant personnel.

The Minneapolis Public School District has undergone several shifts in

the location of the Spanish programs in the district. Programs from alio of

the three major schools participating in this grant are affected. The Spanish

partial immersion program housed previously at Wilder Fundamental

School has been moved to Jefferson Elementary School. All the teachers in

the Spanish program at Jefferson Elementary were previously at Wilder

Fundamental School. The Longfellow International Fine Arts Center has

shifted location and is now Ramsey School. There have been changes in

,
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staffing for the Spanish program at Ramsey, although nine (9) of the

teachers who participated in grant-sponsored activities this past year

continue to teach in this program. The program at Webster Open School is

still in place; very few changes have occurred in the Spanish program starf

there.

Changes have occurred in grant persconel staff as well. Professor

Me llgTen and Carol Ann Peso la are no longer at the University of Minnesota.

Professor Dale L. Lange at the University of Minnesota will be the principal

investigator for the grant for 1989-90. New research assistants will be

hired and Doris Heisig may be retained as consultant for the duration of the

grant. Lee Lundin, Consultant for World Languages in the Minneapolis

Public School District, remains in place.

X. Academic presentations concerning the grant

Information on grant-sponsored research from the fi.st year of the

grant is being presented at a conference in October, 1989. The sixth annual

Advocates for Language Learning (ALL) conference is being held October

20-23, 1989 in St. Paul, Minnesota. Professor Mellgren will present the

results of the spring 1989 oral proficiency testing of the fifth and sixth

grade students from the partial immersion program at Wilder Fundamental

School. Professor Mellgren has already given a presentation on this topic at

the University of Minnesota on June 26, 1989. At :his same conf6rence,

Doris If:lisig will present a model for parent involvement in Spanish

elementary second language programs based both on extant research and

on interview data obtained from Spanish programs in the Twin Cities area.

6 Ad
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SPANISH ELEMENTARY TEACHERS g 2- 29

JEFFERSON ELEMENTARY SCHOOL
627-3193
1200 W. 260 St.
Mp MN 55405

Principal: Mich Trockman

Dawn Molenaar Spanish Specialist

KENNY ELEMENTARY SCHOOL
627-2500
5720 Emerson Avenue South
Mpls, MN 55419

Principal: Doris Zachary

Jane Gaytan Spanish Specialist

LONGFELLOW INTERNATIONAL/FINE ARTS CENTER-Principal: Mary
627-2540 Shepman
3017 E. 31st Street
tip Is. MN 55406

Room Teacher Grade

Jane Gaytan Resource Teacher-2nd & 3rd-Lang. Arts: Mon./Tues.

I 11 Ann Mikkelsen Kindergarten

109 Kathleen Ford 1st

121 Susan Gonzalez 2nd & 3rd

115 Nancy Erickson 2nd & 3rd

119 Diane Schoenecker 2nd & 3rd

120 Marcia Pertuz 4th & 5th

116 Zoe Martinez 4th & 5th

I I 4 Ann Campana 4th & 5th

101 Rebecca Sanchez 6th

103 Janet Helmberger 6th

05
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MINNEAPOLIS PUBLIC ACADEMY
627-2685
919 Emerson Avenue North
Mpls. MN 55411

Debbie Anderson

SANFORD JUNIOR SCHOOL
627-2720
3524 42nd Avenue South
Minneapol is, MN 55406

John Kniprath

WEBSTER OPEN SCHOOL
627-2312
425 5th Street N. E.
Mpls. MN 55413

Room Teacher

116 Sandra Lindquist

119B JoAnn Christensen

225A Therese Mooney

1228 Marjorie Efteland

122C Carolyn Serrano

221A Silvia Ostby

P-1 Flory Sommers

WILDER FUNDAMENTAL SCHOOL
627-2634
3322 Elliot Avenue So.
Mpls, MN 55407

Room

A121

A109

Teacher

Lorraine Spies

Vanita Miller

Principal: JoAnn Heryla

Spanish Specialist

Principal: Shelton Rucker

7th Grade immersion

Principal: Henry Taxis

Grade

Kindergarten

1st & 2nd

1st & 2nd

3rd & 4th

4th & 5th

4th & 5th

6th, 7th & 8th

Principal: Fred Dietrich

67

Grade

Kindergarten

1st
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C103 Kathy Jacobson 1st & 2nd

C105 Teresa Smith 2nd

A208 Jennifer Vai I lancourt 3rd
(For Fred Abuan)

A203 Nancy Andrews 4th

A207 Oscar Avina 5th

A206 Marlene Wilson 6th

OTHER ELEMENTARY LANGUAGE TEACHERS

NORTHROP MONTESSORI
627-2447
1611 E. 46th St.
Minneaplis, MN 55407

Room Tp^cher

Inger Stenseth

WILLARD SCHOOL
627-2529
1615 Queen Ave. N.
Minneapolis, MN 55411

Room Teacher

Kathy Korkowski

Principal: Ted Pollard

Language & Grade

Norwegian

Principal: Kathy Cahill

83

Language & Grade

French Grades 2-6.
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Name of Telephone School
Principal Number Address

Mary Shepman 627-2540 Longfellow School
3017.31st St.
Minneapolis, MN 55406

Henry Taxis 627-2312 Webster Open
425 5th St N.E.
Minneapolis, MN 55413

Fred Dietrich 627-2634 Wilder Fundamental
3322 Elliott Ave. S.
Minneapolis, MN 55407

Theodore Pollard 627-2447 Northrop Montessori
1611 E. 46th St.
Minneapolis, MN 55407

Doris Zachary 627-2500 Kenny School
5720 Emerson Ave. e
Minneapolis, MN 55-'19

Mich Trockman 627-3193 Jefferson School
1200 W. 26th St.
Minneapolis, MN 55405

Jo Ann Heryla 627-2685 Public School Academy
Bethune School, Rm. 112
919 Emerson Ave. N.
Minneapolis, W1N 55411

Kathy Cahill 627-2529

8

Willard School
1615 Queen Ave. N.
Minneapolis, MN 55411

84
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Workshop at Anwatin Junior High School

October 6, 1989

Et lai.
A. Teachers of second languages in the Minneapolis School District were
informed of the receipt of USDE grant monies for enhancing teacher
performance in Spanish elementary classes. To determine what the teachers
themselves perceived as most needed, a brainstorming session was conducted
which generated the following areas of interest to the teachers present:

1. Materials Development
Language Arts Curri.41um
Introductory Materials
Independent Study Materials
Computer Materials

2. Parental Involvement: Parental Expectations and Public Relations.
Program expansion and/or development

3. Language Development for Teachers
4. Inservice Time

Including the areas of articulation and method
5. Peer Observation and Grade Levz1 Work Days
6. Use of tutors and Resource Development

B. Mter these categories were derived, the group spllt into only 4 teams to
write up their ideas on the chosen area. Only areas 1, ;, 4, and 5 Above were
developed in this manner. (At a later date, suggestions ft om these worksheets
were consulted when activities for the first year of the grant were developed.)

Pcbt II.
Teachers shared ideas and activities that had worked for them in their

classrooms.
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CURRICULUM WORKSHOP - 5TH & 6TH GRADE

LONGFELLOW AND WILDER TEACHERS
Wednesday, November 9, 1988

Participants:
Longfellow School: Ann Campana (co-chair), Janet Helmberger, Zoe

Martinez, Marcia Pertuz, Rebecca Sanchez.
Wilder School: Oscar Avina, Marlene Wilson (co-chair).
University of Minnesota: Doris Heisig.

Objectives:
1. To talk about the basic purpose of immersion and second language

edi -ation in general.
2. To examine social studies guidelines for the district for 5th and

6th grade levels to determine general emphasis for the Spanish immersion

programs of the two schools.
3. To devise an overall objective tailored to Spanish immersion social

studies curriculum at Longfellow and Wilder.
4. To develop more specific sets of curricular plans from which to

begin classroom implementation.

Actual Agenda:
1. Explanation/discussion of handout 'What it Means to Be an Immersion

Teacher'. (developed by Mimi Met). Presented by Marlene Wilson.

2. Explanation/disoussion of handout 'Key Concepts of Immersion
Principles & Strategies' (from Curtain & Peso la text). Presented by Doris

Heisig.

3. Group examination of district 5th and 6th grade social studies
objectives (handout) - 'concepts' section.

4. Tailoring of objectives to the Longfellow situation and program. Much

discussion of what the overall curricular focus should be at Longfellow.

5. Delineation of specific conceptb to be focused on at the 6th and then
the 5th grade levels. Choices made, discussed, and expanded upon using an

'idea-web' construction.

6. Discussion cf how existing materials can be used - texts as resources.
The high level of language, both in English and in Spanish, in textbooks

!il
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was targeted as a problem. Actual language levels of students is much
lower in an immersion setting. Specific examples of implementation of
material in the classroom were provided by Oscar Avina 3nd Marlene
Wilson.

7. Distribution/examination of handouts for increasing the amount of
student talk in the target language, from the Connie Knop workshop ai
MACTFL - 1988.

8. Additional handouts for reference (provided by Marlene Wilson) from
Helena Curtain and Carol Ann Peso la:

'Planning for FLES and FLEX Instruction'
'Guidelines for Games and Activities'

- 'Guidelines for Content-Based Instruction'

9. Identification and examination of Chapter 13, 'Choosing and Creating
Classroom Activities', from the Curtain and Peso la text.

10. Viewing by Longfellow teachers of several Spanis i immersion
classrooms at the Wilder School.

Accomplishments:
1. Examination of immersion principles and what it means to be teaching
in an immersion setting (Objective 1).

2. Statement of clarification of the Wilder situation:
- First, that Wilder already has in place a working plan (a curriculum)

for meeting district objectives in the social studies at these grade levels
and

- Second, that the Wilder representatives felt their function for this
workshop was as information resources for Longfellow teachers.

3. Statement of clarification of the basic difficulty at Longfellow:
- Immersion teachers felt they were operating under a system put in

place several years ago and that hasn't worked well: teaching 5th grade
social studies material every other year, without worrying if students get
5th grade material as 6th graders or as 5th graders (Objective 2).

4. Achievement of focus for Longfellow (Objective 3):
- aLth_aragilLslaigathat will emphasize economics, but incorporate

related concepts from the other 3 areas specified under 'Concepts' in the
district objectives for this grade level. Emphasis will be on gulture:
examples will be taken from other Spanish-speaking nations and used to
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target the ideas generated by the group 'web'. Re-focus will always come
back to the USA for purposes of comparison and contrast. Global education
emphasis is thus incorporated. Also, this focus closely parallels the 6th
grade curriculum at Wilder in its stress on the interrelation of concepts.

- Fifth grade curriculum will emphasize US history, but branch
outwards from the center of a web labelled jmmigration. Therefore, the
US history focus in the Spanish immersion classes will be ethnic group
composition, contributions (both group and individual), shaping of
government, etc.

5. Basic outline of curriculum for classroom implementation (Objective
#4):

- Sixth grade level; Identification of specific topics of focus from
now until Christmas, in addition to a plan of topics to be targeted
generally for the remainder of the school year. Resource materials for
implementation discussed.

- Fifth grade level: Further development needed iP identification and
coordination of specific topics to target. More text materials are
available to these teachers, but the need to come together again to
coordinate resources and topics was expressed.

6. A sense of satisfaction was expressed vith the achievement of a
definite focus for the Longfellow program in social studies at 5th and 6th
grade levels. Recommendations of how the t. Ichers feel they would like
to proceed can now be made.

7. A sense of satisfaction was expressed with the sharing of all aspects
of immersion education between the two schools, including 'how-to' ideas,
program format, program goals and emphasis, common problems, and
attempted solutions.

Prepared by: n,
1

&--Doris Heisig
0,4

University of Minnesota

cc: Millie Park Mellgren
Lee Lundin
Mary Shepman
Fred Dietrich
Workshop Participants
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METHODOLOGY WORKSHOP
With

CAROL ANN PESOLA

December 14, 1988

PRESENTER: Carol Ann Peso la

pARTICIPANTS: Second language teachers from Kenny Elementary,
Longfellow International, Minneapolis Public Academy, Northrop Montessori,
Sanford Junior, Webster Open, Wilder Fundamental, and Willard School, and
Doris Heisig - University of Minnesota.

FORMAT: Second language teachers for grades 4, 5, 6, 7 & 8 gathered for the
morning session; teachers for K, 1, 2, & 3 met during ihe afternoon.

TOPICS
A. Teachers participated in a demonstration session in German, conducted by
Carol Ann Peso la. Teachers then developed the following points in a follow-
up discussion: the use of many visuals, lots of contextual help, use of
cognates, use familiar concepts when introducing new language, all the 'talk'
was in the target language, relate information to children - involve them
personally, a multiplicity of concepts were incorporated (calendars, seasons,
gezgraphy, culture, counting, graphing), integrate culture by having children
experience it, having children predict possible outcomes, the helpfulness of
repetition (of vocabulary, of phrases and, in particular, of predictable
routines). The following are two generalizations from Carol Ann:

- It is preferable to work on more than one level at a time (language,
culture and content);

- Sophisticated thinking with a low level of languag , ability is
possible.

B. Review of the second language acquisition principles of Stephen Krashen,
with the contributions of the teachers present.

1. Acquisition,ai.20. Learning: acquiring a language refers to picking it
up in a natural situation, similar to the process of native language
acquisition. One 'learns' the rules of the language after one is already
communicating in the language. Learning a language, on the other hand, is
prescriptive; one learns the rules first in order to communicate.

2. Natural Order HyagitLela: Students will acquire language structures
when they are ready to absorb them. Acquisition nf grammar can be affected
only slightly by teaching.



90

3. Monitor Hyoothesia: The language 'monitor' acts as a screening device
to check on the correctness of utterances. In order for the monitor to
function, three things are necessary: learners require time; they must be in a
setting :n which it is appropriate to focus on form; they must know the rules.

4. jnput Hypothesis:
a. The meaningful language students are exposed to is called input.

The degree to which students become fluent in the language is related
directly to the amount of comprehensible input they receive. Also, the input
must be just a little bit challenging. Comprehensible input is language at a
level the students can understand WILE "a little bit more" --- "i + 1.

Comprehensible input will admittedly be different for each learner.
The following are ways that the teachers identified that help to provide input
at "i + 1":

limit the vocabulary; - use visuals;
start with something familiar; repeat and rephrase;
follow the same format; review;
model the language and its use; dramatize;
use gestures;

- use clear structures (students listen for meaning first; they li6 )n for
form secondarily when they themselves want to express something);

- usd different techniques: both spoken and written forms; concrete
objects; relate to personal experience of students;

speak slowly and clearly, but laza y.sw, soeech within /Le natural range.,
don't overenunciate;

check for student comprehension of both the language and also of the
concept.

b. Speaking emerges. Stress comprehension first to build up a store
of target language that students know. Get students to listen in order to
understand what the language means, not just to spit it back out for you. Be
caraful not to restrict your target lanuage speech to what the students can
say; this is not "i + 1. Direct teaching of phrases that are useful for
students in the classroom can be done through use of language ladders and
passwords, songs, games, and rhymes.

5. Affective Filter Hypothesis: anxiety, low self-confidence, and low
motivation build up a high affective filter that will make language learning
difficult for students. Lower this liter or barrier by providing a comfortable
classroom atmosphere. The following ideas were generated:

increase your wait time after asking a question;
- ask if others can help;

include fun activities;
be careful of error correction; model the correct form for the student

while responding to tne meaning of the student's i&as.
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create a classroom environment where students feel they can take risks
in responding to and using the target language;

provide a reason for students to want to learn: set up meaningful
situations.

C. The movement in education in gtineral is toward cognitive psychology and
information processing and away from laehavioral psychology. Information is
stored and retrieved from memory in terms of connections. The more a
concept or vocabulary item is related to something a student already knows,
the more meaning and memorability it has.

The movement, therefore, is away from a previous hos.:us on rote learning
that is teacher-centered and toward meaningful learning that is more
student-centered.

Speakers and listeners take for granted that whatever someone says to
them has some relevance. In order to take advantage of this assumption, give
students meaningful relevant language to pay attention to. Teachers should
treat their learners as if they are full participants in the conversation,
supplying all the context that learners cannot. Embellish and extend the
students' language. Surround them with language.

D. Comprehensible output is a concept put forward by a Canadian, Merrill
Swain. Her concern is that, once :earners nave had enough listening time and
exposure to the target language, students require more opportunities for
speech in order to increase their language potential beyond comprehension
towards production.

1. Negotiating meaning. This is the first step in grammar acquisition.
Students get meaning from the words alone at first, not from their placement
or the endings. It is important to move learners from listening to the
substance of the message to the means of expression (the form or grammar).

2. The learner is pushed toward precise, coherent, appropriate delivery.
3. Provide opportunities for learners to test hypotheses; give them

opportunities to try producing language.
4. Push the learner from semantic to syntactic processing.

HANDOUT: ay Curriculum Guidelines al Elementary aagi Middle
School Foreign Lanauaae Programs.

E. Keeping the Classroom in the Target Language (from Connie Knop,
University of Wisconsin).

1. Keep a clear separation of languages. Use a sign to show what
language is being used at the time. A sign is a physical, visual reminder.

2. Use passwords and language ladders. Passwords are single signs that
are most effective when they must be used to get out of the room or for some
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other obvious definite purpose. Language ladders pick a theme of how to
communicate an idea and expresses it in different registers, for example.

3. Write the lesson plan on the board in the target language. This
reinforces reading, helps keep the teacher on track, and increases student
involvement: have a student write the lesson plan on the board; ask students
to tell you what comes next.

4. Teach learners to ask permission, in the target language, to speak in
their native language.

5. Use a Gouin Series. Gouin developed a series method for presenting a
new language. New language information was presented in a series of logical,
operational sentences, such as:

I go to the cupboard.
I take a glass.
I put the glass under the faucet.
I turn the handle.
The water comes out.
I fill the glass.

6. Use a checklist of student responses to record each instance of target
language use for each student. A student can use a seating chart to record
checkmarks for each instance of target language use for each student.

- Students, even recorders, become more involved. The student who
becomes the recorder changes each day.

The teacher thus has a physical record of amount of student talk.
- Students perceive that speaking in class in the target language is

important, since participation is kept track of.
7. Have students work in pairs. In order for pair work to succeed:

a. Give explicit, clear directions.
b. Limit the task time.
c. Provide clear models.
d. Monitor the small groups.

8. a. Increase wait time. For a communicative situation, not a drill, it
is recommended that teachers wait longer than their usual 1 second. Wait 3
to 5 seconds! Carol Ann suggests that teachers wait 4 to 6 seconds and not to
call the name of a student to answer until the wait period is over. Also after
a student answers, wait another 3 to 5 seconds. This allows for self-
correction, oppertunities for a student to expand on an answer, and also
allows other learners to either process the response or to initiate their own
response.

b. Vary reinforcement patterns. Don't say "Good" after a possible
answer is given; this turns off student thinking. Say "OKTM, or "Thank you" to
encourage additional responses. Also, use different expressions: That's
great! Perfect! Smashing! Number One!
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F. Aim at higher level thinking.
Examples:
1. Organize vocabulary into categories and have students guess what the

category is. Have a student create a category.
2. Provide as much contextual support as you can to get the point across.

Or, take a familiar or easy concept and make it cognitively more demanding
without increasing the difficulty level of the language. The example given
here was Mimi Met's intersecting Venn diagrams for classifying - some items
fit here, some there; some fit both categories.

HANDOUT: flange at Contextual Support aal, Degree at Cognitive
Involvement ia calmaisaija Activities,

Evaluate your activities on this scale oi simple to complex. If
the activity is language dependent, add more context.

HANDOUT: Bloom's Taxonomy sit Thinking p roc asses .

3. Practice predicting/hypothesizing. Do some predicting before
implementing an activity. Students are more interested in the outcome if
they have some personal involvement in the activity.

4. Have individuals or pairs of students chart or graph information. Then
have other students guess the category.

5. Ask students if a response if logical or not logical.
6. Ask students to give their preferences.

G. Whole Language Approach.
1. Discussion of Ken Goodman's "What's Whole in Whole Language". This

approach is generated from reading and writing in the first language, yet it
has many applications to second language learning. The following are some
characteristics of whole language:

it is experiencedbased;
the language comes from the students,
subject matter is integrated; all subjects are fair game for language

learning;
children read what they write;
literature (not basal readers) becomes the reading material;
what is learned has meaning for the students.

2. Here is a challenge for content-based instruction:
a. Think about what languagt to use to help Learners understand the

instruction.
b. Think about what kind of language I can t,.ach through

implementing an activity.
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3. Teachers worked on the examples of presenting instruction about
colors or magnets. Teachers have to:

a. Identify possibilities for vocabulary and concepts related to the
topic.

b. Evaluate these possibilities.
c. Decide which concepts are most appropriate for teaching in

Spanish.

H. Concept Delivery.
HANDOUT: Geography, fac /121 Elementary School.
HANDOUT: Basic Skills Areas ja Mathematics. Carol Ann indicated that

the skills areas of problem solving, geometry, and prediction-event likelihood
are usually not much developed and are thus good areas for reinforcement in
foreign language classes.

HANDOUT: Globat Education. Carol Ann stressed the interconnectedness
of subject areas; global education is not just for social studies. In

discussing national holidays and customs of people with your class, make it
known to students and parents at the beginning of the year that the children
are learning about the 'culture of' people and are not 'celebrating the culture'
of people. It might help to talk about religious holidays, like Christmas, at a
different time than when they occur on the claendar.

Delivery of concepts is slowed down in the target language. It takes
longer to teach concepts in Spanish. This can work to the advantage of
students who need a slower delivery.

Sometimes basic culture teaching gets overlooked in a subject
content orientation.

Teachers must plan three things:
1. Plan the language to be presented.
2. Plan the subject content.
3. Plan the culture to be integrated.
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Goals
The goals of the Spanish language ro;-..gr _.n at Webster were discussed.

Teachers were concerned about achieving the goals expected of them in the
social studies curriculum while using Spanish as the medium of instruction.
Ideas on ways to restructure some amount of the social studies curriculum
were briefly discussed. It was suggested that there was probably not enough
time devoted to Spanish language instruction to achieve the social studies
goals set forth.

A. Focus on Listening
The teachers generated reasons why listening to a foreign lang..:age is

important. The following are their ideas: serves as a basis for comprehension
as well as other skills; pronunciation; structure; gives a good model; survival
skills; vocabulary; it's more natural to listen first - languago development;
increases the comfort level of the students; shows the language rhythm;
gives students something to imitate; builds the 'i + 1' - provides a lich
language input, including cultural; it's clear; it's correct, but should be
natural.

Listening does nat occur in isolation, to be followed by speaking. These
skills are continuously interwoven. Students need to listen in order to speak,
and they need listening at all levels as their language store builds.

Listening can be taken from literature; shared book experiences, read big
books. At iater levels, put story onto strips for students to sequence after
the story:

Make up a Gouin series.
Model the series - do the actions while saying them.
Have students perform the action series at the same time as the

teacher says and does them.
Have students perform the action series while the teacher only talks

through the sequence and does not act it out.

B. Focus on Speaking
The Natural Approach is characterized by a pre-speech period, by early

production of one or two words, by early speech emergence - short verbal
segments. .

Drills do not work in getting learners to speak (not parrot). There is
a long tradition of drill regardless of communicative intent. Display

I
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questions that are frequently asked by teachers are those questions to which
everybody already knows the answers.

* Teachers must entice learners into wanting to speak.

Motivation.
Learners must have a need to get the message across. Information gaps or
opinion gaps require the exchange of needed information.

Techniques were discussed that set up a situation where information is
needed (examples: 20 questions, standing students back to back to describe
each other, hiding objects for description).

agquencing
A. Vocabulary through listening. A verbal response may not be required.

1. through stories.
2. through the use of TPR - Total Physica! Response

B. Patterned Response Opportunities. Structure Yes/No responses, either/or
responses, one word responses to wh- questions.

Learners will make mistakes; be restrained about correcting
mistakes if the focus is on communication in an activity. Confirm
what the student says and repeat it back to them in the target language,
extending the response. Give students time to respond; 4-6 seconds.

C. Commands. He' itate in giving commands; students jump in to 'help' the
teacher.

Commands can also be student-to-student.
Commands can be student-to-teacherl!
At 3rd grade and above when learners are comfortable with commands,

put commands on cards for students to read and perform.
Number the command cards and hand out numbers. Randomly call a number

from the back of a card and the student with that number reads and performs
the command. .

Tape commands to the chalkboard (or put into pocket chart) and have
students choose.

Leave chalkboard messages for learners to do different commands.
Reading/Writin

What are the funniest commands? Have students copy the answers.
Have students write commands for the group at the niNa table.

D. Use games or communicative settings for language practice (the blindfold
game, 'table-cloth twister). Involve the students in pairs work.

Carol Ann will lea re a number of texts for teachers to look at.

...1111.11.1.11111
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WILDER CURRICULUM WORKSHOP
FOR SPANISH LANGUAGE ARTS

January 19, 1989

Part I - Overview by Carol Ann Peso la
A. Two language concepts proposed by Mimi Met, content compatible and
content obligatory, were presented.

Content Obligatory: language that is essential for working with a
given task. Examples would be:

a. terms and vocabulary necessary;
b. specific language functions needed (Examples: descrbing,

classifying, stating opinions, requesting commands, negotiation).
Content Compatible: language that could easily be targeted in the

context under examination. The teacher should ask "What language is a
natural for practice in this context?"

Examples might be supporting opinions, stating reasons, comparisons,
different ways to state opinions.

B. The Whole Language Approach
This approach is concerned with real communication, with not separating

out skills, with refining meanings in terms of a whole. In this approach,
reading and writing are derived from the child's own experience, and from
children's literature.

The teachers generated a list of types of writing that they use currently
in their classE s.

C. Integrated Language Curriculum
in curriculum preps ation, teachers should try to think in terms of language
as well as content; these areas are integrated, rather than approached
separately.

D. Proposed Format for Curriculum Development
it was suggested that one way to begin curriculum writing might be to define

a language arts curriculum:
1. in terms of functions of language, including up to what levels - both

expressively and receptively;
2. in terms of topics or settings in which the functions might operate;
3. in terms of language usage; describe accuracy expectations in specific

areas.
A spiraled curriculum was suggested in which elements would be reentered

and recycled.
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Handouts:
1. Draft Program of Studies - Foreign Language 1988
2. Common Purposes of Language Use (from Functional-Notional

Concepts: Adapting the Foreign Language Textbook, Gail Guntermann and June
K. Phillips, 1982, Lanauage in Educatiairialies; Center for
Applied Linguistics: Harcourt, Brace .lovanovich.)

Part II - Group sessions for language arts work

Two groups were formed to begin work on examining priorities, wants, and
needs in a language arts curriculum at Wilder. One group consisted of
teachers at the K, 1, and 2 levels. The other group consisted of teachers of
levels 3, 4, 5, and 6.

After intragroup discussions, the group reassembled as a whole. Explanations
on the results of the small g:oup discussions were given.

A set of dat.-ds was prepared by which work in different facets of the language
arts curriculum would be completed. These were: January 26, February 15
and March 7, 1989. A second meeting of the Wilder Spanish teachers was
proposed for the March 7 date in order to examine the material generated by
that time.

It was hoped that a formalization of the language arts curriculum would be in
place by April 4, 1989.

.11,1,";



January 26, 1989

99

Language Skills Development Session

Lorraine Spies
Marlene Wilson
Jennifer Vaillancourt
Vanita Craft
Theresa Smith
Kathy Jacobsen
Millie Mellgren

We met at Pepito's, a Mexican restaurant near Wilder, for Spanish language
discussion after school. We began by doing a communicative activity in

Spanish. Although we completed the activity at a higher language level, the
activity is one which could be adapted for students in the teachers classes.

We then followed with discussion of w.ertinent issues on a professional as well

as personal level. Th2re was some discussion as to appropriate vocabulary

uses and idiomatic expressions. All discussion was in Spanish and provided a

non-classroom lpportunity for these teachers to practice the language. The

teachers gave a positive evaluation of the session and asked to continue with

the language development sessions on a monthly basis.

104
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A COMMUNICATION TO

OliQEELLQIE_SEANULIEACHERZ

The Longfellow Spanish language teachers still await

participation in a half-day workshop session. No such session was

scheduled for the month of January, 1989 at the request of

Longfellow's principal, Mary Shepman. During February the

Longfellow Spanish language program was undergoing an evaluation

and it was decided to wait to schedule a workshop until the results

of the evaluation were received.

We expect the results very soon and hope to schedule a

workshop in the third week of March, 1989.

16 5
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Longfellow International/Fine Arts Elementary Center

Spanish Program Planning Session
Tuesday, March 21, 1989

PRESENT: Ann Campana, Mary d'Bruin, Nancy Erickson, Kathy Ford, Jane
Gaytan, Susan Gonzalez, Janet Helmberger, Doris Heisig-U. of Minnesota, Dr.
Helen Jorstad-U. of Minnesota, Lee Lundin-World Languages, Zoe Martinez,
Ann Mikkelsen, Marcia Pertuz, Carol Ann Pesola-U. of Minnesota, Rebecca
Sanchez, Diane Schoenecker, Mary Shepman-Prihcipal.

PUR POSE: The purpose of the planning session was to synthesize and
draft a statement of goals for the Spanish language program at Longfellow.
The recently completed Spanish Program formative Evaluation, prepared
by Dr. Helen Jorstad of the University of Minnesota, served as the basis for
the discussion.

STRUCTURE:
1. After welcoming all of those in attendance, Mary Shepman

introduced Dr. Jorstad who gave a concise summation of the key points
contained in her evaluation.

2. Carol Ann Pesola called upon the teachers to help formulate a
clear focus for the Spanish program at Longfellow.

a. Teachers worked in groups of three for a period of time to
brainstorm ideas on possible program formats for Longfellow. Each group
was then called upon to report their thoughts to the whole group.

3. Drawing from the brainstorming ideas of the individual groups,
Carol Ann next facilitated a discussion in whole group format. Components
of a language program generally agreed upon by all those present were
synthesized and recorded.

4. The session ended with a discussion of the designiug of a
language arts curriculum based, not on grammar, but on themcs. Carol
Ann explained the theme-based approach and provided handouts to the
teachers for their perusal.

RESULTS:
The following is a record of important program components that

were agreed upon during the morning.

1. There should be a strong emphasis on Spanish throughout the
school and throughout the school year.

1 t.:0



- A focus on Spanish themes should be reflected during the teacher

III
preparation hours, in both English and Spanish classes, use of Spanish
language throughout the school, emphasis on Spanish themes in artist

111

residencies, in assemblies, in the use of visuals in every room, not just in
the Spanish rooms, to create a school environment that reflects Spanish
Janguage and cultures of Spanish-speaking people.

1
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I2. The Spanish language program should work and develop

I
within the given structure of the general program at Longfellow.

- It is rerognized that a Spanish immersion program is not feasible at
this time.

I - It is important to tie the Spanish program into the bigger
Longfellow picture, including the fine arts and global education.

I3. An organization of straight grades should be adopted.
- This system of straight grades would certainly hold true for grades

I
K-1, as well as for 4-6.

- Straight grades might be a possibility for grades 2-3 also.

I 4. Increase the teaching of language arts in Spanish.
a. Scope and sequence charts: develop one for K-6 (vertical

articulation).and develop another for across each grade level (horizontal

1 articulation).
b. 45 minutes of Spanish would be set as a minimum, recognizing

I that this is not optimal, with a focus on language arts in Spanish.
c. The languar arts content should be taken from the curriculum;

this content is determined through teacher (English/Spanish) team

I planning efforts.
d. A scope and sequence chart for content should be developed.

- The importance of retaining good relationships and the team
Iconccpt within the school is stressed.

e. Refer to Nancy, Jane and Ann planning model at the end of this
ireport.

5. Increase time in Spanish language instruction in
Ikindergarten, and possibly in grade 1.

- Kindergarten teachers should be Spanish speakers; no pull-out in

I
kindergarten.

- Literacy/pre-literacy skills are in English at K level; all other
activities are in Spanish.

I - Design which kindergarten skills will be targeted in English in
conjunction with the first grade teachers.
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6. There should be no entries after first grade, except for
Spanish speakers as based on a Spanish competency screening.

7. Recruit qualified grade level Spanish-speaking teachers to fill
vacancies and for new positions.

- Recruit Spanish speaking specialist teachers for areas like art,
music and physical education.

8. Develop strong parental support for the Longfellow program
as a whole.

- Parental support for the Spanish language program should be as a
committee formed under the umbrella of the larger parent support group.

- Educate parents to have reasonable expectations for Spanish
language goals for their children.

9. Spanish-speaking teachers should use Spanish with students
and with each other as often as possible.

10. There is a need tor a Spanish coordinator/resource
teacher/implementer

- This is Longfellow school-based position.
- This person will also act as a liason with other teachers, other

programs within the school, and with other schools.

11. Time is needed to develop the scope and sequence charts
before the start of school in the fall of 1989.

- Both Spanish and non-Spanish teachers would be involved.

12. A reevaluation of the program is necessary after a to-be-
specified period of time.

_

......-------.,
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Program, Model
(Nancy, Jane, Ann)

*Str:ight Grades are adopted

PARTI
English Teachers

Math
Reading

104

Spanish Teachers
Math
Reading

(Approximately 2 and a he7 hours for reading and math ale envisioned.)

EART_I;
An integrated curriculum based on team planning.

This segment is envisioned to be 45 minutes.

English Teachers Spanish Teachers

Group I Socia! Studies
Science
Global/Thematic

Group II
Spanish Lang. Airts-.-*

Group U

Group I

Geography
Plants
Life Cycles

[
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NEWSILIETTIER
U.S. Department of Education Grant:

Enhancing Teacher Performance in Spanish Elementary Classes
Winter, 1989

Communication
The information contained in the enclosed packet comes from several

sources. We intend to keep teachers and administrators informed of events
implemented by the grant, as well as general information that could be of
assistance to elementary language teachers. This newsletter is a way for
grant team members to communicate to all participants.

SZBINS EUENTS

A. Language Skills Practice Sessions
The exploratory session in Spanish skill practice went well. We view

these sessions as essentially get-togethers with a bit of structure; they are
held at locations that encourage a relaxed atmosphere in a non-classroom
Letting. A language activity for session participants focuses group attention
and initiates discussion in Spanish. Discussion in Spanish on au other topic
that participants wish to introduce follows.

The following is a list of upcoming language practice sessions. Sessions
will be held from around 4:00 p.m. to 5:00 p.m. on Thursdays. The location is
lifferent for each date. Each location reflects proximity to one of the
Echools involved.

Thursday, March 9. 4:00

Thursday, April 13 4:00

Thursday, May 4 4:00

- 5:00 p.m. 'El Torito" (St. Anthony
Main)

- 5:00 p.m. "Two Pesos" (Lake St. and
Hennepin)

- 6:00 p.m. "Pepito's" (Chicago and
48th)

Participation is not restricted; all teachers are invited Lo each sesson. W e
encourage ail those who can find the time to attend!

B. Observations by Teachers
Peer observation - classroom teachers observing other classroom

teachers - is beneficial. Upon examination, the grant.team found that,
although sufficient funds are in the grant, the money needs to be reapportioned
to fund teachers to participate in peer observation. Nearly all the grant money

1 : 0
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for teacher release time has been used by this time. A request to use further
grant funds for teacher release time has been filed with the US Department of
Education in Washington, D.C. We await confirmation of our request.

To begin observations right now, all non-tenured teachers are encouraged
to use their allocated day for observation. Those teachers with tenure can
schedule observations as soon as approval is received vor funding reallocation.
We hopa all teachers will be able to observe other teachers at least one day
this year and one day next year as well.

SUMMER PLANS
Coursework
A. Grant Specific:

We have requested that a special summer course be offered during the
second summer session at the University of Minnesota this year (sometime
during July-August). The topic will be elementary language curriculum
development. Teachers enrolled in this course will write curriculum units to
be used in their own schools and programs.

Dr. Helen Jorstad, professor of Second Lancuages and Cultures at the
University of Minnesota, has confirmed that she is willing to offer such a
course.

This course will be open to all Minneapolis public elerdentary school
language teachtes free of charge. Those who wish ',,, receive two (2) graduate
credits will be required to pay tuition to the University of Minnesota.

B. An Excellent Choice:
Dr. Helen Jorstad will be offering a course specifically in second

language education in the eleme itary classroom (ELEM 5319) during the first
summer session at the University of Minnesota. The dates for this course are
already set: June 13 to July. 7. This course carries four (4) credits,

N. Jorstad considers this course to be a excellent way to prepare
teachers to participate fully in the grant-specific course she will offer during
second summer session for the Minneapolis elementary school language
teachers. Doris agrees; she took ELEM 5319 during fall quarter 1988 and found
it very helpful with lots of background and plenty of hands-on language lesson
and unit writing practice as well.

11 i
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PEER OBSERVATIONS

The following is a list of those teachers participating in the grant who
visited the classrooms of other Spanish teachers in the Twin Cities area
during late April and early May, 1989.

Nancy Erickson, Longfellow International Fine Arts Center
Jane Gaytan, Longfellow International Fine Arts Center
Dawn Molenaar, Jefferson Elementary School
Marcia Pertuz, Longfellow International Fine Arts Center
Ann Mikkelsen, Longfellow International Fine Arts Center
Silvia Ostby, Webster Open
Jo Ann Christensen, Webster Open

TEACHER COMMENTS

After observing other classrooms, comments made by these teachers
included:

A perceived need for Amity Aides for their own classrooms;
An appreciation for Spanish spok-n during the lunch hour;
A questioning about the effectiveness of discipline in the target

language while observing rehearsals for a program;
A great appreciation for total immersion as seen in operation in the

classroom;
The heavy use of volunteers in the classroom observed;
In a total immersion program, the restricting of enrollment after

kindergarten;
The opportunity to observe students in a Spanish program who were

about to move from one school into the observing teacher's scLool;
The opportunity to get new ideas for songs and dances.

1 ''-._ 4,
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EEER OBSERVATION REPORtFORM

TEACHER INFORMATION

Teacher's name:

School Name:

Grade level taught:

VISITATION INFORMATION
Name of the school(s) you visited:

108

9.

Name of the teach,m-(s) you visited:

Date of the visit:

COMMENTS

Please write here any comments you may have on y our visitation experience.

FORM SUBMISSION

Please send this completed form to Doris Heisig at the address below. Thank
you for your participation.

Doris Heisig
Department of Curriculum & Instruction
University of Minnesota
Peik Hall
159 Pillsbury Dr. S.E.
Minneapolis, Minnesota 55455
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NOTICE
of the next

SPANISH LANGUAGE PRACTICE SESSION

Sponsored by the U.S. Department of Education Grant:
Enhancing Teacher Performance in Spanish Elementary Classes

Thursday. April 13

From 4:00-5:00 pm

At 'Two Pesos' on

Lake and Hennepin

Remember that those teachers who participate in the language

practice sessions will receive a $15.00 stipend for each session

attended. Stipends will be processed following the final language

practice session in May, which is scheduled for Thursday, May 4,

from 4:00 to 5:00 p.m. at Pepito's on Chicago at 48th Street.

Mark your calendars and we will see you on Thursday, April 131

1 4
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New Date and Location
for the next

NI LANG SS

Sponsored by the U.S. Department of Education Grant:
Enhancing Teacher Performance in Spanish Elementary Classes

Tuesday May 2. 1989

From 4:00-5:00 pm

At 'El Taco Rico' on

201 Concord Street

in St. Paul

Remember that those teachers who participate in the language

practice sessions will receive a $15.00 stipend for each session

attended. Stipends will be processed following this final language

prntice session.

Mark your calendars and we will see you on Tuesday, May 21

110



Number*

LONGFELLOW SPANISH PROGRAM

111
May 22, 1989

Color* Family

K-i 1-100 K 8 colors K members (4)

2 JfKi 1/2 light, dark 1 add 4 members

3 1004.-1,000 4< enrich 2< enrich

4< use of numbcrs

WW1
simple zoo, farm, babies, sounds

1 add concept of pets
3 add characteristics
4< characteristics and classification

fodv Parts fnvlronment act

geoaraphy feelinas Acta

Greetlnag Comma= Schml

Daily Routine* &act: Helga

CULTURAL THEMES FOR_SPAHISH TEAK

VAN -90 Puerto Rico, Caribe, Cuba, Dominican Republic

19SIO -91 Anaean Countries: El Dorado, Incas

1991-92 Spain (In honor of European CaamunIty!)

1992-93 Mexico, Aztec

1993-94 Cono Sur - -Argentina

1994-95 Centra America - -Maya

SuaaestIons_Inr_carrylna out cultural themes:

o Locate Amity Aides from the region, with support of parent group

o Establish classroom cultural exchanges with schools from region

The task ahead:

--Fill in thematic outline with functions and Accuracy, working within
existing teams.

- -Teams meet with grade-level Spanish team below and with team above to
ensure continuity and avoid overlap.

- -Teams meet with English-language teachers of their own team to
determine components of science and social studies curriculum that
will be taught In Spanish.

1 1 ()
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SUMMER WORKSHOP - July 24 - 28. 1989

Teaching Fecond Languages and Cultures:
Teaching Language as Communication

115

This summer workshop was created by Professor Helen Jorstad of the
University of Minnesota specifically for grant participants. Objectives for the
course are found in the copy of the May 15, 1989 memorandum from

Professor Helen Jorstad to Lee Lundin, and are reproduced here:

1. Participants will learn about approaches to the development of task-
based instructional materials and activities, and practice creating such
materials for an integrated elementary language curriculum.

2. Participants will evlore methods and procedures for teaching a
second language through regular elementary school curriculum content, and

practice creating materials for content-based curriculum.
3. Participants will examine/develop procedures for assessment of

language in task-based and content-focused instructional settings.

The following is a list of those teachers who enrolled in the workshop.

Silvia Ostby, Webster Open
Teresa Smith, Wilder Fundamental
Zoe Martinez, Longfellow
Janet Helmberger, Longfellow
Mary de'Bruin, Longfellow

Carolyn Serrano, Webster Open
Ann Blatti, Longfellow
VaNita Miller, Wilder Fundamental
Inger Stenseth, Northrop Montessori
Marcia Pertuz, Longfellow

TEACHER COMMENTS

Great flexibility was given to suit my own needs;
Positive atmosphere of collegiality;
Great opportunity to plan for the coming year;
Wonderful sharing of ideas, materials, references and information;
Being able to bounce ideas off each other,
Planning and writing curriculum was a positive aspect of the workshop;
Experienced high motivation to keep planning and making materials before

the start .of the school year;
Input on the latest thinking in the fie" of second languages;
Becoming aware of the impor,:Ace of group work and the diverse ways to

teach vocabulary;
Wonderful feedback from the instructor;
Becoming aware of other language programs and how these are stn.ltured;
Ideas for structuring cooperative learning groups will be what I most

remember.
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ENHANCING TEACHER PERFORMANCE
IN SPANISH ELEMENTARY CLASSES

ChRONOLOGICAL EVENTS - Year I: 1988-89

DATE EVENT

August, 1988 rranslation of science units into Spanish.

August 5, 1988 Organizational meeting, grant personnel.

September 8, 1988 Organizational meeting, grant personnel.

September 29, 1988 Meeting of school principals (Wilder, Webster,
Longfellow) with UM grant mentors.

October 6, 1988 Teacher Workshop - Anwatin Junior High School.

October 20-21, 1988 Grant Personnel and Teacher participation at the
conference of the Minnesota Association on the
Teaching of Foreign Languages (MACT FL).

November 2, 1988 Wilder Teachers/Mentor Meeting: Enhancing the
Image

November 3, 1988

November 3-4, 1988

November 9, 1988

December 14, 1988

Half-day workshop for principals of the schools.
Conducted by Carol Ann Peso la.

Mentor visitation/information gathering of
Wilder, Webster, and Longfellow Schools.

Full-day Curriculum Workshop for 5th & 6th
(rade for Wilder and Longfellow Schools;
teachers and mentor.

Methodology workshop with Carol Arn Peso la.
Elementary language teachers in the Minneapolis
School District were present and grant mentors.

Jan.10-13, 1989 Webster Open School- visitations of teachers in
classrooms K - 8 by grant mentors.
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Jan. 18, 1989

Jan. 19, 1989

Jan. 26, 1989

Feb. 9-10, 1989

Feb. 28, 1989

March 1, 1989

March 7, 1989

March 8, 1989

March 9, 1989

March 9, 1989

March 15, 1989

March 21, 1989
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Webster Open School: a half-day teacher
inserv:ce conducted by Carol Ann Peso la; grant
representative present.

Wilder Fundamental School: language arts
curriculum workshop conducted by Carol Ann
Peso la; grant representative present.

Spanish Language Practice Session for teachers;
grant mentor participant.

Visits to Minneapolis Schools District
Office-807 Broadway and Webster Open School
for administrative purposes.

4th and 5th grade teachers from Longfellow
'Taking Stock': curriculum development day.

6th grade teachers from Wilder and Webster -
'Make and Take' curriculum day.

2nd and 3rd grade teachers from Wilder and
Webster - oeveloping science units.

4th and 5th grade teachers from Wilder and
Webster: 'Make and Take' curriculum day.

Kindergarten teachers from Wilde: and Webster:
'Make and Take' curriculum day.

Spanish Language Practice Session for teachers;
grant mentor participant.

1st grade teachers from Wilder and Webster:
'Make and Take' curriculum day.

Longfellow International Fine Arts Center-
Curriculum Strategy Session conducted by Carol
Ann Peso la; grant mentors present.

April 13, 1989 Spanish Language Practice Session for teachers
with grant mentor. Also, parent involvement

1 25



April 20, 1989

April-May, 1989

May 2, 1989

May 15, 1989

May 22, 1989

May 23, 1989

May 24-25, 1989

May 26, 1989

May 30, 1989

May 31, 1989

June 1, 1989

118

information interview with Wilder School
representative.

Mentor attendance at the Building Advisory
Council (BAC) meeting for Wilder Fundamental
School.

Observations of Spanish elementary classes in
other schools by individual teachers
participating in the grant.

Spanish Language Practice Session for teachers
with grant mentor.

Webster Open School: parent involvement
information interview.

Longfellow International Fine Arts Center.:
Language Arts Planning Session conducted by
Carol Ann Peso la.

Longfellow International Fine Arts Center:
parent involvement information interview.

Testing for oral proficiency in Spanish using the
Center for Language Education and Research
(CLEAR) Oral Proficiency Exam (the C.O.P.E.
materials) for 5th and 6th grade students at
Wilder Fundamental School.

Webster Magnet School-parent involvement
information interview.

Longfellow Humanities Magnet School-parent
involvement information interview.

Hill Magnet School-parent involvement
information interview.

Adams Magnet School-Spanish immersion
program: par ' involvement information
interview.

126



June 6, 1989

June 9. 1989

June 26, 1989

July 24-28, 1989
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Olson Early Childhood Center-Spanish immorsion
program: parent involvement information
interview.

Kinney School-data on previous year's testing
for oral interviews and benchmark exams
collected.

Presentation at the University of Minnesota by
Professor Mellgren on the results of the COPE
oral proficiency testing at Wilder Fundamental
School.

Full week workshop for Spanish teachers
"Teaching Language As Communication",
conducted by Professor Jorstad, University of
Minnesota.

June-July, 1989 Translation of science units into Spanish, for a
total of 11 units thus far.

October 20-23, 1989 Ad-ocates, for Language Learning (ALL) - Sixth
Annual Conference; Presentation by Dr. Millie
Mellgren on the results of the spring 1989 oral
proficiency testing of the fifth and sixth grade
students -Wilder Fundamental School partial
immersion program. Presentation by Doris
Heisig - a model for parent involvement in
Spanish elementary second language programs

127



SPANISH ELEMENTARY TEACHERS 1989-90
Minneappolis Public School District

JEFFERSON ELEMENTARY SCHOOL
627-3193
1200 W. 26th St.
Mpls, MN 55405

120

Principal: Arthur Lakoduk

Room Teacher Grade

Lorraine Spies Kindergarten

Vanita Miller 1 st

Kathy Jacobson 1st & 2nd

Teresa Smith 2nd & 3rd

Oscar Avina 3 rd

Nancy Andrews 4th & 5th

Marlene Wilson 5th & 6th

Dawn Moleriaar - Spanish Specialist: Continuous Progress Program

KENNY ELEMENTARY SCHOOL
627-2500
5720 Emerson Avenue South
Mpls, MN 55419

Principal: Doris Zachary

Jane Gaytan Spanish Specialist

MINNF.APOLIS PUBLIC ACADEMY
627-2685
919 Emerson Avenue North
Mpls, MN 55411

Principal: JoAnn Heryla

Debbie Anderson Spanish Specialist

r NMSEY SCHOOL
.7-2540

1 West 40th Street
Mpls, MN 55409

Principal: Mary Shop man
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Room Teacher Grade

Karen Johnson Kindergarten

Marcia Pertuz Kindergarten

Kathleen Ford 1 s t

Maria Duane 1 s t

Nancy Erickson 2nd

Diane Scheenecker 2nd

-
Susan Gonzalez 3 rd

Mary deBruin 3 rd

Ann Blatti 4 t h

Zoe Martinez 4 t h

Sheila Miller 5 t h

.'emnifer Vaillancourt 5th

Janet Helmberger 6th & 7th

SANFORD JUNIOR SCHOOL
627-2720
3524 42nd Avenue South
Minneapolis, MN 55406

TO BE HIRED SOON !I

WEBSTER OPEN SCHOOL
627-2312
425 5th Street N. E.
Mpls, MN 55413
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Principal: Shelton Rucker

Principal: Henry Taxis

Room Teacher Grade

116 Carol Rozier Kindergarten

119B JoAnn Christensen 1st & 2nd

225A Therese Mooney 1st & 2nd

12;,
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Marjorie Efteland

Carolyn Serrano

Silvia Ostby

Flory Sommers

3rd & 4th

4th & 5th

4th & 5th

6th, 7th & 8th

OBEEL.ELEmENTARy_LANatetagArain
Principal: Ted PollardNORTHROP MONTESSORI

627-2447
1611 E. 46th St.
Minneaplis, MN 55407

Room Teacher Language & Grade

Inger Stenseth Norwegian

I of)
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ELEMENTARY SCHOOL FOREIGN LANGUAGE
TEACHER OBSERVATION GUIDE

1. Teacher uses target language for all classroom purposes

uses natural speed and intonation
uses gestures, facial expressions and body language
uses concrete referents such as props, realia, manip-
ulatives and visuals (especially with entry-level students)

2. Teacher Wes linguistic modifications when necessary to make
the target language more comprehensible for the students

uses controlled, standardized vocabulary

_uses controlled sentence length and complexity
uses restatements, expansions, and repetitions

3. Teacher keeps use of the native language clearly separated
from use of the target language

4. Teacher provides students with opportunities for
extended listening

5. Teacher uses authentic communication to motivate all
language use

6. Teacher maintains a pace with momentum and a sense
of direction

7. Teacher changes activities frequently and logically

8. Students are active throughout the class period
:ndividually
as part of groups

9. Teacher introduces and tests structures and vocabulary in
meaningful context

10. Teachers and students use visuals aud mina effectively

11. 'Mere is evidence of detailed planning

131

123

COMMENTR



124

COMMENTR

12. Discipline is positive, prompt, nondisruptive

13. Environment is attractive and reflects the target culture

14. There is evidence of cultural content in activities
stereotypes are not reinforced
global and multicultural awareness is encouraged

15. Classroom routines provide students with clear clues
to meaning

16. Lessons contain elements of subject-content instrucoon

17. Teacher practices sensitive error correction with primary
focus on errors of meaning rather than on errors of form.

18. Teacher provides hands-on experiences for students,
accom,mnied by oral aal written language use

19. Teacher accelerates stueent communication by teaching
functional chunks of lang.ge

20. Teacher constantly monitors student comprehension
through interactive means such as

Comprehension checks

clarification requests

personalization
using a variety of questioning types

21. There are varied groupings of students and varied
interaction patterns

teacher/student
Student/teacher
student/student

_22. There is careful introduction to second language literacy

134
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23. Reading is based on student-centered, previously
mastered oral language

24. Teacher shows patience with student attempts to
communicate

25. Teacher plans activities that provide students with
successful learning experiences

26. Teacher appears enthusiastic and motivated

Questions and activities provide for a real exchange of
information and opinions

28. Teacher incorporates activities from a variety of
cognitive levels

29. Students aslc as well as answer questions

30. Teacher uses a variety of classroom techniques

31. Lessons incorporate both new and familiar material

32. Teacher includes several skills in each lesson

33. Teacher gives clear directions and examples

34. Teacher uses varied and appropriate rewards

35. Teacher allows ample wait-time after asking questions

12 5

COMMMTR

S OUR C E: From Lingua= ant Child= - - Mains. ilic. Miura. Reading, MA:
Addison-Wesley Publishing Co., 1988.
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B. Full results of first survey
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Spanish Teachers Survey

The purpose of this survey is to determine the attitudes and opinions of elementary
school Spanish teachers toward their jobs and the school in which they teach. h is
important that you answer each question honestly. All responses are confidential. Only
the outside consultants will have access to the individual responses. All results will be
reported in summary form only. No reports will allow the identification of individual
teachers responses.

Personal information
Please circle the appropriate response.

Your school: Ramsey
Jefferson
Webster

How long have you been teaching? 0-1 years
2-5 years
6-10 years
11+ years

Highest degree earned BA
B.A. + (fill in no of credits)
MA
M.A. + (fill in no of credits)

Is Spanish your first language? Yes Isb



Climate Questions
Please read carefully each of the following statements. Mark the circle which most
closely describes how you feel about the statement. If you wish to make any comments
about the item, write the item number on the blank page at the end of the survey,
followed by your comments.

I >.

2 /
1
3

1 t 1
0)a c m

2 0 I" er,
S A A 0 S eaIStatement

1 I am comfortable carrying on a

I casual conversation in Spanish
with a native speaker.

111
2 The principals at my school give

I

I
me the information need in a
timely manner.

3 I don't mind doing something
I"extra.' to help my students.

4 My job is often monotonous.

I5 I sometimes bounce ideas off other
teachers before trying them out.

I6 The principals at my school
support me when support is

Ineeded.

7 The World Language Coordinator
Iunderstands my concerns.

8 I can read a Spanish newspaper and
Iunderstand the articles.

I 9 Rumors are a main source of
information in my school.

I 10 I'm proud to be identified with my
school.

I1 1 Parents appreciate the work I do.

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0
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Statement

Other teachers ask for my
assistance.

13 The principals in my school are
fair with the teachers.

14 I feel part of sthe Spanish team" at
my school.

15 I enjoy my work.

16 The principals in my school are
available when needed.

17 The teachers in my school get along
well.

18 I'm an important part of what goes
on in my school.

19 I like my peers.

20 The teachers have the opportunity
to share ideas through meetings,
newsletters, etc.

21 My work is important.

22 My Spanish vocabulary is
...xtensive.

23 I can watch Spanish television
comedy shows and understand the
humor.

24 I'm happy to help other Spanish
teachers.

25 The World Language Coordinator is
a valuable resource for me.

lei I
67/ 40

0 C

0 0

0 0

0 0
0 0

0 0

0 0

0 0
0 0

0 0

0 0

0 0

i
1

I V%a 2 :.9
O 6 3

0 0 0

0 0 0

0 0 0

0 0 0

0 0 C

0 0 0

0 0 0

0 0 0
0 0 0

0 0 0

0 0 0

0 0 0

o o o o o

o o o o 0
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Statement

26 I see a bright future for myself in
teaching.

27 Students appreciate the work I do.

28 The teachers in my school have
itliquer which causes me
discomfort.

29 Rumors are frequently heard.

30 Teaching is an enjoyable
profession.

31 I can listen to a Spanish radio
newscast and have a good
understanding of the stories.

32 I look forward to coming into work
in the morning.

33 Other teachers tell me when I do a
good job-

34 There is adequate communication
between the teachers and the
principals.

35 I often share ideas with other
teachers.

36 There is little incentive for
helping other teachers.

37 I can write business letters in
Spanish which would be clear to a
native speaker.

1 1 11as r lacoc
2 L ! 1. c

a 2 Sto'« o a ES

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0
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Statement

1 3 8 I plan to continue teaching for as

I
I
I
I
I
1

I
I
I
I
I
I
I
I
I

long as I can.

3 9 The principals at my school take an
active interest in my professional
development.

4 0 I often learn from watching and
talking with other teachers.

4 1 Other teachers value my work.

4 2 I make a difference for my
studbnts.

4 3 I often feel like I'm *burnt our on
the job.

4 4 I feel comfortable asking other
teachers for help.

4 5 I can readily find out what's being
done at other schools in my area.

I "I' al
g 1 I i e 3c= 0 a 5

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

Please indicate how much interest you have in the following
development topics. Feel free to add additional topics to the list.

i .11 e
gTopic t

>' I
E : e

SI =a
=2
3 z c

4 6 Teambuilding with teachers not in
the immersion project.

0 0 0 0 0

4 7 Advanced language instruction. 0 0 0 0 0
4 8 Interpersonal skills. 0 0 0 0 0
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1.4

Topic g I e I o
S z z c

49 Educational technology for teaching
language.

0 0 0 0 0

5 0 Stress management. 0 0 0 0 0
5 1 Valuing diversity in the schools. 0 0 0 0 0
5 2 Poiicy add procedures in the

schools.
0 0 0 0 0

5 3 Career development/career options
for teachers.

0 0 0 0 0

5 4 Recognizing and helping the student
in crisis.

0 0 0 0 0

5 5 Student suicide. 0 0 0 0 0
5 6 Drugs in the schools. 0 0 0 0 0
5 7 Time management. 0 0 0 0 0
5 9 Sexual/racial/religious

discrimination in the schools.
0 0 0 0 0

6 0 Preparation of teaching materials. 0 0 0 0 0
6 1 Outcome-based language education. 0 0 0 0 0

6 2 Strategies for teaching content. 0 0 0 0 0

6 3 Refining the scope of the
curriculum.

0 0 0 0 0

6 4 Refinlig the sequence of the
curriculum.

0 0 0 0 0
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Topic

i
;T>E

li e
SE IA

65 Developing multi-cultural, gender
fair content and curriculum.

0 0 0 0 0

66 Change management. 0 0 0 0 0
67 0 0 0 0 0
68 0 0 0 0 0
69 0 0 0 0 0
70 0 0 0 0 0
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Open Ended Questions: (use the back of this sheet if necessary)

1. What things related to the teaching of Spanish in your school
cause you the most concern?

2. What strengths do you see in your school's Spanish program?

3. Is there anything else you feel the consultants should know?

142
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Use this page to write any comments about the survey
questions.
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Summary of Spanish Teachers Demographics
Expressed Interests, and Expressed Attitudes

Taken from the Survey Instrument
Fall, 1989

The Process.

A member of the consulting team visited each of the three
schools to administer the survey. After being introduced, the
consultant reviewed the scope of the Spanish Team Project and
explained that the survey was to help determine the teachers
interests and attitudes toward a number of topics. The teachers
were assured that all information would remain confidential and
would be reported in summary form only. They were specifically
instructed not to put their name on the forms. Each teacher was
given a survey form and asked to fill it out before leaving the
meeting. Two teachers could not attend the meetings and a survey
was left for them to fill out and mail. Completed surveys were put
into a large manila envelope for later tabulation.

The Population.

Seven teachers at Jefferson (25.93%), fourteen teachers at
Ramsey (51.85%), and six teachei-s at Webster (22.22%) responded to
the survey for a total of 27 teachers.

Twenty four of the teachers (88.9%) reported that Spanish is
NOT their first language.

Seven teachers (25.93%) reported they have been teaching from
two to five years. Nine teachers (33.33%) rep( rted they have been
teaching from six to ten years. Ten teachers (37.04%) reported they
have been teaching for over eleven years.

Twenty three (85 19%) haw.: d.A. degrees, three (11.11%) have
masters degrees. One teacher (3.70%) did not respond to this
question).

144
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Attitude Items.

137

Items 45, 29, and were the only items to have a mean score
below 3. Item 45 is, "I can readily find out what's being done at
other schools in my area." The indication is that it is not easy to
learn what is being done at other schools.

Item 28 is, "Teachers at my school have 'cliques' which causes
me discomfort." This item has been corrected for the polarity of the
question, that is, a high score would be considered "good".

The same is true of item 29, "Rumors are frequently heard." A
high score is desirable or should be seen as positive.

Items 3, 4, and 21 score in excesL. of 4.5 on the 5-point scale.
There is strong agreement on these items. Teachers do not mind
doing something "extra" to help the students, they do not find their
jobs monotonous, and they believe their work is important.

21 of the 45 items score over 4.00 and only 3 items fall below
the scales midpoint of 3.00. Given normal respondent preferences to
select opinions that regress to about a 3.00 mean, these scores are
remarkable and amazingly positive. They indicate an an organization
which sees itself as having many strengths and few areas of
weakness.

Categorical Scores

When the scores are grouped into the 6 identified categories
(Cooperation, Communication, Feeling Valued, Supervision, Spanish
Language Skills, and Morale) Communication has the lowest score.
This is true overall and from school to school. Ramsey has the
lowest communication score at 2.83 .

There is no major difference between the schools in how they
scored on the various scales. No one school appears to be
significantly different than the others.

Summary.

The attitude scores on this survey are very positive. Both
individual scores and group scores suggest that communications is
the area of most concern. Ramsey scored below the group average on
all scales except for Spanish language skills. However, the scores

1,1:)
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are not that low and do not seem to indicate a major problem. These
schools are seen by the teachers as being basically healthy. Instead
of correcting for major deficits, there is a the unique opportunity to
build on strengths. The 45 items were ranked by mean score:

Survey Item Number Mean Score B.D.

4 5 2.52 1.01
2 9 2.63 0.97
2 8 2.96 1.22
4 3 3.04 1.26
9 3.11 1.05
2 5 3.11 1.05
3 4 3.22 1.16
3 7 3.30 1.24
7 3.35 1.06
3 6 3.37 1.45
2 3.44 1.28
2 3 3.52 1.08
1 7 3.62 0.85
1 6 3.63 0.93
3 3 3.67 1.04
3 9 3.67 0.96
20 3.78 1.09
4 1 3.78 0.75
1 8 3.89 0.89
6 3.93 0.96
3 8 3.93 0.96
2 2 3.96 0.87
1 2 3.96 0.52
3 2 3.96 0.81
3 1 4.00 0.94
8 4.07 0.92
1 1 4.07 1.00
2 6 4.11 0.80
4 4 4.11 0.58
5 4.18 0.84
1 3 4.18 0.88
1 5 4.18 0.56
1 9 4.18 0.48
2 7 4.18 0.92
24 4.22 0.42
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Survey Item Number Mean Score

35 4.22 0.51
40 4.22 0.80
14 4.26 0.66
1 4.30 0.78
30 4.30 0.67
10 4.44 1.00
42 4.44 0.58
3 4.59 0.50
4 4.63 0.69
21 4.70 0.46
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Interest Items.
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Items 46-66 on the survey asked teachers to mark their level
of interest in a number of topics. Items were marked on a scale of 5
(very interested) to 1 (no interest). Mean scores for each item were
generated. The following items, listed in rank order, had a mean
score of 4 or abc ie.

Item Mean Score Topic

6 0 4.48 Preparation of teaching materials
6 2 4.26 Strategies for teaching content
6 1 4.1 5 Outcome based language education
6 3 4.04 refining the scope of the curriculum
4 7 4.00 Advanced language instruction
5 4 4.00 Recognizing and helping the student in crisis
6 4 4.00 Refining the sequence of the curriculum

In addition to mean score, items were reviewed by frequency
of response. Based on this ana'.sib the following additional items
also appear to be of strong interest to the teachers.

item (% 4 + 5) Topic

4 8 77%+ Interpersonal skills
4 9 74%+ Educational technology for teaching language
5 0 74%+ Stress management
6 5 74%+ Developing multi-cultural, gender fair

content and curriculum.

If the frequency counts are broken out by school we find the
same general pattern of interests (detail attached).
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Appendices

1. Time teaching and degree, by schcol

2. Score on each item of the survey, all data.

3. 3-D chart of schools vs category, final matrix of scores

4. Category ,;raph for all data

5. Cotegr,ry graph for Jefferson School

6. Category graph for Ramsey School

7. Category graph for Webster School

8. Max, min, mean, and S.D. for each attitude item, all data

9. Max, min, mean, ano S.D. for each attitude item, by school

10. Max, min, mear, and S.D. for each interest item, all data

11. Frequency and percentage for each interest item, all data

12. Max, min, mean, and S.D. for each interest item, by school

13. The Spanish Teachers Survey

14'3
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1. Time teaching and degree, by school
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Time teaching and degree sorted by school
file name...time/degree*school(word)

Table of TIME (row) by SCHOOLS (columns)

Frequencies

J R W TOTAL

No answer 1 0 0 1

0-1 .ehrs 0 0 0 0

2-5 yec.rs 1 4 2 7

6-1C p..Ars 1 5 3 9

114 years 4 5 1 10

Table of TIME (row) by SCHOOLS

Percents of total of this (sub)table

(columns)

J R W TOTAL

No answer 3.70 .00 .00 3.70

0-1 years 0 0 0 0

2-5 years 3.70 14.81 7.41 25.93

6-10 years 3.70 18.52 11.11 33.33

11+ years 14.81 1e.52 3.70 37.04
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Frequencies

J R W TOTAL

No answer 0 0 1 1

B 6 12 5 23

M 1 2 0 3

Total 7 14 6 27

Table of DEGREES (row) by SCHOOLS (columns)

Percents of total of this (sub)table

J R W TOTAL

No anJwer .00 .00 3.70 3.70

B 22.22 44.44 18.52 85.19

M 3.70 7.41 .00 11.11

Total 25.93 51.85 22.22 100.00

15,-
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2. Score on each item of the survey, all data.

-
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each item chart

Score for Each Item on the Spanish Teachers Survey:
All Data Combined.

(Scores have been corrected for polarity, 5zhigh 1ziow)

M

a 4.5
n

R 3
3.5

4 II Aid
e

2.5
s 2
p 1.9
o 1

ri C.5
s 0

1. 3 5 7 9 11 13 1517 19 21 23 25 27 29 31 3335 37 39 41 4345

Item Number

Page 1154
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3. 3-D chart of schools vs category, final matrix of scores
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4 . Category graph for all data
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5. Category graph for Jefferson School
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6. Category graph for Ramsey School
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7. Category graph for Webster School
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8. Max, min, mean, and S.D. for each attitude iter all data
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Summary of Each Attitude Item in the S-anish Teachers Survey.
All scores have been corrected for polarity. 5high, 11ow.

Total observations: 27

Q1 Q2 Q3 Q4 Q5

N of cases 27 27 27 27 27

Minimum 2.000 1.000 4.000 1.000 2.000
Maximum 5.000 5.000 5.000 4.000 5.000
Mean 4.296 3.444 4.593 1.370 4.185
Standard dev 0.775 1.281 0.501 0.688 0.834

Q6 Q7 Q6 Q9 Q10

N of cases 27 26 27 27 27
Minimum 2.000 1.000 2.000 2.000 4.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.926 3.346 4.074 3.111 4.444
Standard dev 0.958 1.056 0.917 1.050 0.5C6

Q11 Q12 Q13 Q14 Qlb

N of cases 27 27 27 27 27
Minimum 2.000 2.000 2.000 3.000 3.000
Maximum 5.000 5.006 5.000 5.000 5.000
Mean 4.074 3.963 4.185 4.259 4.185
Standard dev 0.997 0.518 0.681 0.656 0.557

016 Q17 Q18 Q19 Q20

N of cases 27 26 27 27 27
Minimum 1.000 2.000 2.000 3.000 1.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.630 3.615 3.889 4.185 3.778
Standard dev 0.926 0.852 0.892 0.483 1.086

Q21 Q22 (223 Q24 Q25

N of cases 27 26 25 27 27
Minimum 4.000 2.000 2.000 4.000 1.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 4.704 3.9t2 3.520 4.222 3.111
Standard dev 0.465 0.871 1.085 0.424 1.050
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Q26 027 Q28 Q29 030

N of cases 27 27 27 27 27

Minimum 2.000 2.000 1.000 1.000 3.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 4.111 4.185 3.037 3.370 4.296
Standard dev 0.801 0.921 1.224 0.967 0.669

Q31 Q32 Q33 Q34 Q35

N of cases 26 27 27 27 27
Minimum 1.000 2.000 1.000 1.000 3.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 4.000 3.963 3.667 3.222 4.222
Standard dev 1.938 0.808 1.038 1.155 0.506

Q36 Q37 038 Q39 Q40

N of cases 27 27 27 27 27
Minimum 1.000 1.000 2.000 1.000 2.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 2.630 3.296 3.926 3.667 4.222
Standard dev 1.149 1.235 0.958 0.961 0.801

Q41 042 Q43 444 045

N of cases 27 27 27 27 17
Minimum 2.000 3.000 1.000 2.000 1.000
Maximum 5.000 5.000 5.000 5.000 4.000
Mean 3.778 4.444 2.963 4.111 2.519
Standard dev 0.751 0.577 1.255 0.577 1.014
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9. Max, min, mean, and S.D. for each attitude item, by school
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Summary of statistics for each item in the Spanish Teachers Survey
All scores have been corrected for polarity. 5high, llow

Sorted by School
file name: culture scores * school

The following results -re for:
SCHOOLS

Total observations:

Jefferson

7

Q1 02 03 Q4 05

N of cases 7 7 7 7 7

Minimum 4.000 3.000 4.000 2.000 3.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 4.571 4.714 4.714 4.571 4.429
Strindard dev 0.535 0.756 0.488 1.134 0.'87

Q6 07 08 09 010

N of cases 7 7 7 7 7

Minimum 3.000 3.000 2.000 2.000 4.000
Maximum 5.000 5.000 5.000 5.0° 5.CJ0
Mean 4.571 4.000 4.000 2.857 4.429
Standard dev 0.787 0.816 1.000 1.215 0.535

011 012 013 014 015

N of cases 7 7 7 7 7

Minimum 2.000 4.000 4.000 4.000 3.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 4.143 4.143 4.714 4.571 4.286
Standard dev 1.069 0.378 0.488 0.535 0.756

Q16 017 Q18 Q19 Q20

N of cases 7 6 7 7 7

Minimum 3.000 2.000 3.000 4.000 3.000
Maximum 5.000 4.000 5.000 5.000 5.000
Mean 4.000 3.333 3.857 4.143 4.143
Standard dev 0.577 1.133 0.900 0.378 0.690

021 Q22 Q23 Q24 Q25

N of cases 7 7 7 7 7

Minimum 4.000 4.000 2.000 4.000 2.000
Maximum 5.000 5.000 4.000 5.000 5.000
Mean 4.571 4.143 3.000 4.286 3.571
Standard dev 0.535 0.378 1.000 0.488 0.976

Q26 027 028 029 030

N of cases 7 7 7 7 7

Minimum 3.000 2.000 1.000 1.000 3.000
MIximum 5.010 5.000 4.000 5.000 5.000
Mean 4.000 3.714 2.000 2.857 4.286
Standard dev 0.815 1.113 1.000 1.345 0.756
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031 032 033 034 Q3S

N of cases 7 7 7 7 7

Minimum 3.000 3.000 2.000 4.000 4.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.857 4.000 3.714 4.143 4.286
Standard dev 0.690 0.816 0.951 0.378 0.488

036 037 038 039 040

N of cases 7 7 7 7 7

Minimum 000 2.000 3.000 3.000 3.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.857 3.143 3.571 4.143 4.429
Standard dev 0.900 1.215 0.976 0.690 0.787

041 042 043 044 045

N of cases 7 7 7 7 7

Ninimum 3.000 3.000 1.000 4.000 1.000
Maximum 4.000 5.000 5.000 4.000 4.000
Mean 3.714 4.286 3.429 4.000 2.429
Standard dev 0.488 0.756 1.272 0.000 0.976
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The following results are for:
SCHOOLS

*Total observations:

... Ramsey

14

01 02 03 04 O5

N of cases 14 14 14 14 14

Minimum 2.000 1.000 4.000 4.000 2.000

Maximum 5.000 4.000 5.000 5.000 5.000

Mean 4.286 2.571 4.500 4.643 4.214

Standard dev 0.825 1.0P9 0.519 0.497 0.8O2

06 07 08 09 010

N of cases 14 13 14 14 14

Minimum 2.000 1.000 2.000 2.000 4.000

Maximum 4.000 4.000 5.000 5.000 5.000

Mean 3.357 2.846 4.143 3.286 4.214

Stanaard dev 0.842 0.987 0.770 0.994 0.426

011 012 013 014 015

N of cases 14 14 14 14 14

Minimum 2.000 2.000 2.000 3.000 3.000
Maximum 5.000 4.000 5.000 5.000 5.000
Mean 3.857 3.786 4.000 4.071 4.000

Standard dev 1.099 0.579 0.679 0.616 0.392

016 017 018 019 020

N of cases 14 14 14 14 14

Minimum 1.000 2.000 2.000 3.000 1.000
Maximum 5.000 4.000 5.000 5.000 5.000
Mean 3.429 3.571 3.571 4.071 3.500
Standard dev 1.089 0.646 0.852 0.475 1.225

021 022 023 024 025

N of cases 14 14 13 14 14

Minimum 4.000 2.000 2.000 4.000 1.000
Maximum 5.0("1 5.000 5.000 5.000 4.000
Mean 4.643 3.857 3.846 4.143 2.643
Standard dev 0.497 1.027 0.899 0.363 0.929

026 027 028 029 030

N of cases 14 14 14 14 14

Minimum 2.000 2.000 2.000 2.000 3.000
Maximum 5.000 5.000 5.000 4.000 5.000
Mean 3.857 4.286 3.214 2.571 4.143
Standard dev 0.770 0.914 0.893 0.852 0.663

031 032 033 034 035

N of cases 14 14 14 14 14

Minimum 1.000 2.000 1.000 1.000 3.000
Maximum 5.000 5.000 5.000 4.000 5.000
Mean 3.929 3.643 3 157 2.714 4.143
Standard dev 1.072 0.745 1.1 ' 1.139 0.535
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036 037 038 039 Q40

N of cases 14 14 14 14 14

Minimum 1.000 1.000 2.000 1.000 2.000

Maximum 5.000 5.000 5.000 5.000 5.000

Mean 3.000 3.357 3.786 3.429 4.000

Standard dev 1.240 1.216 0.975 1.016 0.877

041 042 043 044 Q45

N of cases 14 14 14 14 14

Minimum 2.000 4.000 1.000 2.000 1.000

Maximum 5.000 5.000 4.000 5.000 4.000

Mean 3.643 4.500 2.429 4.071 2.357

Standard dev 0.929 0.519 1.158 0.730 1.082
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The following results are for:
SCHOOLS

Total observations:

= Webster

6

01 02 03 Q4 05

N of cases 6 6 6 6 6Minimum 3.000 4.000 4.000 4.000 2.000Maximum 5.000 4.000 5.000 5.000 5.000Mean 4.000 4.000 4.667 4.667 3.833Standard dev 0.894 0.000 0.516 0.516 0.983

Q6 Q7 08 09 010

N of cases 6 6 6 6 6Minimum 4.000 2.000 2.000 2.000 5.000Maximum 5.000 5.000 5.000 4.000 5.000Mean 4.500 3.667 4.000 3.000 5.000Standard dev 0.548 1.033 1.265 1.095 0.000

011 012 013 014 015

N of cases 6 6 6 6 6Minimum 4.000 4.000 3.000 3.000 4.000Maximum 5.000 5.000 5.000 5.000 5.000Mean 4.500 4.167 4.000 4.333 4.500Standard dev 0.548 0.408 0.632 0.816 0.548

016 017 018 Q19 Q20

N of cases 6 6 6 6 6Minimum 2.000 2.000 4.000 4.000 2.000Maximum 4.000 5.000 5.000 5.000 5.000Mean 3.667 4.000 4.661 4.500 4.000Standard dev 0.816 1.095 0.516 0.548 1.095

021 022 023 024 025

N of cases 6 5 5 6 6Minimum 5.000 3.000 2.000 4.000 2.000Maximum 5.000 5.000 5.000 5.000 5.000Mean 5.000 4.000 3.400 4.333 3.667Standard dev 0.000 1...00 1.517 0.516 1.033

026 027 028 0".:9 030

N of cases
6 6 6 6 6Minimum 4.000 4.000 1.000 2.000 4.000Maximum 5.000 5.000 5.000 4.000 5.000Mean 4.833 4.500 3.500 2.500 4.667Standard dev 0.408 0.548 1.643 3.837 0.516

031 032 033 034 035

N of cases 5 6 6 6 6Minimum 3.000 4.000 4.000 1.000 4.000Maximum 5.000 5.000 5.000 4.000 5.000Mean 4.400 4.667 4.333 3.333 4.333Standard dev 0.894 0.516 0.516 1.211 0.516
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036 037 038 039 040

N of cases 6 6 6 6 6
Minimum 2.000 2.000 4.000 2.000 4.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.667 3.333 4.667 3.667 4.500
Standard dev 1.033 1.506 0.516 1.033 0.548

041 042 043 044 045

N of cases 6 6 6 6 6
Minimum 4.000 4.000 3.000 4.000 2.000
Maximum 5.000 5.000 5.000 5.000 4.000
Mean 4.167 4.500 4.000 4.333 3.000
Standard dev 0.408 0.548 0.632 0.516 0.e94

1 7
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10. Max, min, mean, and S.D. for each interest item, all data

173



I
I
I
I
I
I
I
I
I
I
I
I
I
I
I
I
I
I
I

Interests-All Data Combined
_

Total observations: 27

046 Q47 Q48 049 Q50

N of cases 27 27 27 27 27
Minimum 1.000 1.000 1.000 1.000 1.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.370 4.000 3.296 3.926 3.926
Standard dev 1.149 1.387 1.265 1.141 1.238

051 Q52 Q53 Q54
-

Q55

N of cases 27 27 27 27 27
Minimum 1.000 1.000 1.000 1.000 1.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.481 2.704 3.407 4.000 3.296
Standard dev 1.189 1.235 1.217 1.074 1.137

056 157 Q58 Q59 Q60

N of cases 27 27 0 27 27
Minimum 1.000 1.n00 1.000 2.000
Maximum 5.000 5.000 5.000 5.000
Mtan 3.667 3.519 3.037 4.481
Standard dev 1.109 1.477 1.315 0.753

061 Q62 Q63 Q64 Q65

N of cases 26 27 27 27 27
Minimum 1.000 2.000 1.000 1.000 1.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 4.154 4.259 4.037 4.000 3.852
Standard dev 1.008 1.059 0.940 0.961 1.199

Q66

N of cases 25
Minimum 1.000
Maximum 5.000
Mean 3.480
Standard dev 1.295

1 7 6

3.68
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11. Frequency and percentage for each interest item, all data
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Frequency and Percentage for Each Interest /tem, All Data Combined

Table of values for SCHOOLS

Frequencies

TOTAL

14 6 27

Table of values for SCHOOLS

Percents of total or this (sub)table

J R W TOTAL

25.93 51.95 22.22 100.00

,

Table of valus for DEGREES

Frequencies

TOTAL

1 23 3 21

Table of values for DEGREES

Percents of total of this (sub)table

TOTAL

3.,0 85.19 11.11 100.00

Table of values for SPAN

Frequencies

0.000 1.000 lOTAL

24 3 27

1 S
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Table of values for SPAN

Percents of total of this (sub)table

0.000 1.000 TOTAL

88.89 11.11 100.00

171

Table of values 'for

Frequencies

1.000

046

2.000 3.000 4.000 5.000 TOTAL

27

TOTAL

100.00

TOTAL

27

TOTAL

100.00

2 4 7 10 4

Table of values for Q46

Percents of total of this (suh1table

1.000 2.000 3.000 4.000 5.000

. 7.41 14.81 25.93 37.01 14.81

TAble of values for

Frequencies

1.000

Q47

r.000 3.000 4.000 5.000

3 2 1 7 14

Table of values for Q47

Percents of tott' of this (sub)table

1.000 2.000 3.000 4.000 5.000

11.11 7.41 3.70 25.93 51.85

1 7



Table of values for

Frequenc As

1.000

048

2.000 3.000 4.000 5.000 TOTAL

27

TOTAL

100.00

TOTAL

27

TOTAL

100.00

TOTAL

27

3 5 4 11 4

Table of values for 048

Percents of total of this Isubttable

1.000 2.000 3.000 4.000 5.000

11.11 18.52 14.81 40.74 14.81

Table of values for

Frequencies

1.000

Q49

2.000 3.000 4.000 5.000

1 3 3 10 10

Table of values for Q49

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000

3.70 11.11 11.11 37.04 37.04

Table of values for

Frequencies

1.000

VO

2.000 3.000 4.000 5.000

2 2 3 9 11
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Table of values for Q50

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

7.41 7.41 11.11 33.33 40.74 100.00

Table of values for Q51

Frequencies

1.000 2.000 3.000 4.000 5.000 TOTAL

1 6 5 9 6 27

Table of values for Q51

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

3.70 22.22 18.52 33.33 22.22 100.00

Table of values for Q52

Frea"encies

1.000 2.000 3.000 4.000 5.000 TOTAL

4 10 6 4 3 27

Table of values for 052

Percents or total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

14.81 3/.04 22.22 14.81 11.11 100.00

181
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Table of values for

Frequencies

1.000

Q53

2.000 3.000 4.000 5.000 TOTAL

27

TOTAL

100.00

TOTAL

27

TOTAL

100.00

TOTAL

27

2 5 5 10 5

Table of values cor Q53

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000

7.41 18.52 18.52 37.04 18.52

Table of values for

Frequencies

1.000

Q54

2.000 3.000 4.000 5.000

1 2 3 11 10

Table of values for Q54

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000

3.70 7.41 11.11 40.74 37.04

Table of values for

Frequencie!

1.000

055

2.000 3.000 4.000 5.000

1 7 6 9 4

1 S
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Table of values for 055

Percents of total of this (subltable

1.000 2.000 3.000 4.000 5.000 TOTAL

3.70 25.93 22.22 33.33 14.81 100.00

Table of values for 056

Frequencies

1.000 2.000 3.000 4.000 5.000 TOTAL

1 4 4 12 6 27

Table of values for 056

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

3.70 14.81 14.81 44.44 22.22 100.00

Table of values for 057

Frequencies

1.000 2.000 3.000 4.000 5.000 TOTAL

3 6 2 6 10 27

Table of values ior 057

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

11.11 22.22 7.41 22.22 37.04 100.00

1 8 , )
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Table of values for Q58

Frequencies

TOAL

27 27

Table of values for Q58

Percents of total of this (sub)table

TOTAL

100.00 100.00

176

Table of values for

Frequencies

Q59

1.000 2.000 3.000 4.000 5.000 TOTAL

4 6 6 7 4 27

Table of values for Q59

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

14.81 22.22 22.22 25.93 14.81 100.00

Table of values for Q60

Frequencies

2.000 3.000 4.000 5.000 TOTAL

1 1 9 16 27

1E(.4



Table of values for 060

Percents of total of this (sub)table

2.000 3.000 4.000 5.000 TOTAL

100.003.70 3.70 33.33 59.26

Table of values for 061

Frequencies

1.000 3.000 4.000 5.000 TOTAL

1 1 5 8 12 27

Table of values for 061

Percents of total of this (sub)table

1.000 3.000 4.000 5.000 TOTAL

3.70 3.70 18.52 29.63 44.44 100.00

Table of values for 062

Frequencies

2.000 3.000 4.000 5.000 TOTAL

3 3 5 16 27

Table of values for 062

Percents of total of this (sub)table

2.000 3.000 4.000 5.000 TOTAL

11.11 11 11 18.52 59.26 100.00

1 8 J
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Table of values for

Frequcfncies

063

1.000 2.000 3.000 4.000 5.000 TOTAL

1 1 2 15 8 27

Table of values for 063

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

3.70 3.70 7.41 55.56 29.63 100.00

Table of values for 064

Frequencies

1.000 2.000 3.000 4.000 5.000 TOTAL

1 1 1 14 8 27

Table of values for 064

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

3.70 3.70 11.11 51.85 29.63 100.00

Table of values for 065

Frequencies

1.000 2.000 3.000 4.000 5.000 TOTAL

2 2 3 11 9 27



179

Table of values for (65

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

100.007.41 7.41 11.11 40.74 33.33

Table of values for O66

Frequencies

1.000 2.000 3.000 4.000 5.000 TOTAL

2 3 1 9 5 7 27

Table of values for Q66

Percents of total of this (sub)table

1.000 2.000 3.000 4.000 5.000 TOTAL

7.41 11.11 3.70 33.33 18.52 25.93 100.00
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12. Max, min, mean, and S.D. for each interest item, by school
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Interest Data Sorted by School

The following results are for:

181

SCHOOLS

Total observations:

Jefferson

7

046 047 048 049 050

N of cases 7 7 7 7 7

Minimum 1.000 2.000 2.000 3.000 3.000
Maximum 4.000 5.000 5.000 5.000 5.000
Mean 3.000 3.714 4.000 4.143 4.286
Standard dev 1.155 1.380 1.000 0.690 0.156

051 052 053 054 055

N of cases 7 7 7 7 7

Minimum 2,000 1.000 2.000 2.000 2.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.429 2,429 3.857 3.571 3.429
Standard oev 0.976 1.272 1.069 1.134 1.134

056 Q57 Q58 059 060

N of cases 7 7 o 7 7

Minimum 2.000 2.000 1.000 4.000
Maximum 5.000 5.000 5.000 5.000
Mean 3.714 3.857 3.286 4.571
Standard dev 0.951 1.45 . 1.496 0.535

061 02 Q63 Q64 065

N of cases 7 7 7 7 7

Minimum 3.000 2., n 2.000 2.000 2.000
Maximum 5.000 5.0G 5.000 5.00G 4.000
Mean 4.000 4.000 4.143 4.000 3.571
Standard dev 1.000 1.414 1.069 1.000 0.787

Q66

N of cases 7

Minimum 3.000
Maximum 5.000
Mean 3.714
Standard dev 0.951

1 K)



The following results are for:
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SCHOOLE

Total observations:

N of cases
Minimum
Maximum
Mean

Standard dev

m Ramsey

14

Q46

14

1.000
5.000
3.214

1 251

Q51

Q47

14

1.000
5.000
4.357

1.082

052

048

14

1.000
5.000

3.000

1.109

Q53

Q49

14

2.000
5.000

3.786
1.188

Q54

050

14

1.000
5.000
3.643
1.277

Q55

N of cases 14 14 14 14 14

Minimum 1.000 1.000 1.000 1.000 1.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 3.214 2.857 3.286 3.929 3.071
Standard dev 1.251 1.231 1.204 1.141 1.207

Q56 057 058 059 060

N of cases 14 14 0 14 14
Minimum 1.000 1.000 1.000 2.000
Maximum 5.000 5.000 5.000 5.000
Mean 3.500 3.571 3.143 4.286
Standaro dev 1.345 1.399 1.231 0.914

061 Q62 063 Q64 065

N of cases 13 14 14 14 14

Minimum 3.000 2.000 3 000 3.000 1.000
Maximum 5.000 5.000 5.000 5.000 5.000
Mean 4.308 4.143 4.071 4.071 3.857
Standard dev 0.751 1.027 0.616 0.730 1.231

Q66

N of cases 12

Minimum 1.000
Maximum 5.000
Mean 3.667
Standard dev 1.155

1
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The 1,1lowing results are for:
SCHOOLS

Total observations:

Webster

6

Q46 Q47 Q48 Q49 Q50

N of cases 6 6 6 6 6

Minimum
Maximum
Mean
Standard dev

4.000
5.000

4.167
0.408

1.000
5.000
3.500

1.975

1.000
5.000

3.167

1.722

4.000

5.000
4.000

1.549

1.000
5.000
4.167

1.502

051 052 Q53 Q54 055

N of cases 6 6 6 6 6

Minimum 2.000 1.000 1.000 4.000 2.000

Maximum 5.000 4.000 5.000 5.000 5.000

Mean 4.167 2.667 3.167 4.667 3.667

Standard dev 1.169 1.366 1.472 0.516 1.033

Q56 Q57 Q58 059 Q60

N of cases 6 6 o 6 6

Minimum 3.000 1.000 1.000 4.000

Maximum 5.000 5.000 4.000 5.000

Mean 4.000 3.000 2.Sn' 4.833

Standard dev 0.632 1.897 1.37P 0.408

061 Q62 Q63 Q64 065

N of cases 6 6 6 6 6

Minimum 1.000 4.000 1.000 1.000 1.000

Maximum 5.000 5.000 5.000 5.000 5.000

Mean 4.000 4.833 3.833 3.833 4.167

Standard dev 1.549 0.408 1.472 1.472 1.602

Q66

N of cases 6

Minimum 1.000

Maximum 5.000

Mean 2.833

Standard dev 1.835
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Spanish Teachers Survy

The purpose of this survey is to determine the attitudes and opinions of elementary
school Spanish teachers toward their jobs and the school in which they teach. It is
important that you answer each question honestly. All responses are confidential. Only
the outside consultants will have access to the individual responses. All results will be
reported in summary form only. No reports will allow the identification of individual
teachers responses.

Personal Information
Please circle the appropriate response.

Your school: Ramsey
Jefferson
Webster

How long have you been teaching? 0-1 years
2-5 years
6-10 years
11+ years

Highest degree earned BA.
B.A. + (fill in no ot credits)
MA
M.A. + (fill in no of credits)

Is Spanish your first language? Yes Na



Glimatenuestians
Please read carefully each of the following statements. Mart the circle which most
closely describes how you feel about the statement. If you wish to make any comments
about the item, write the item number on the blank page at the end of the survey,
followed by your comments.

Statement

1 I am comfortable carrying on a
casual conversation in Spanish
with a native speaker.

2 The principals at my school give
me the Information I need in a
timely manner.

3 I don't mind doing something
*extra* to help my students.

4 My job is often monotonous.

5 I sometimes bounce ideas off other
teachers before trying them out.

6 The principals at my school
support me when support is
needed.

7 The World Language Coordinator
understands my concerns.

8 I can read a Spanish newspaper and
understand the articles.

9 Rumors are a main source of
information in my school.

10 I'm proud to be identified with my
school.

11 Parents appreciate the work I do.

i ; zi
i1 I i 11

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0
0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0
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Statement

I12 Other teachers ask for my

I
I
1

I
I
I
I

I
I
I
I
1

1

I

ri

,

\

assistance.

13 The principals in my school are
fair with the teachers.

14 I feel part of *the Spanish team* at
my school.

15 I enjoy my work.

16 The principals in my school are
available when needed.

17 The teachers in my school get along
well.

13 rm an important part of what goes
on in my school.

19 I like my peers.

20 The teachers have the opportunity
to share ideas through meetings,
newsletters, etc.

21 My work is important.

22 My Spanish vocabulary is
extensive.

23 I ksan watch Spanish television
col le* shows and understand the
hur t;r1..

24 I'm t appy to help other Spanish
teact ers.

25 The World Language Coordinator is
a valuable resource for me.

i
0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0
0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

t_ 0

0

0

0

0

0

0

0

0

0

0

0

0

0

0
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Statement :4 41 t I

26 I see a bright future for myself in
teaching.

0

27 Students appredate the work I do. 0
28 The teachers in my school have 0

'cliques which causes me
discomfort.

29 Rumors are frequently heard. 0
30 Teaching is an enjoyable 0

profession.

31 I can listen to a Spanish radio 0
newscast and have a good
understanding of the stories.

32 I look forward to coming into work 0
in the morning.

33 Other teachers tell me when I do a 0
good job.

34 There is adequate communication 0
between the teachers and the
principals.

35 I often share ideas with other 0
teachers.

36 There is little incentive for 0
helping other teachers.

37 I can write business letters in 0
Spanish which would be clear to a
native speaker.

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0
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Statement Di : 1 5 5

38 I plan to continue teaching for as
long as I can.

39 The principals at my school take an
active interest in my professional
development.

40 I often learn from watching and
talking with other teachers.

41 Other teachers value my work.

42 I make a difference for my
students.

43 I often feel like I'm `burnt our on
the job

44 I feel comforlole asking other
teachers for help.

45 I can readily find out what's being
done at other schools in my area.

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

0 0 0 0 0

Please indicate how much interest you have in the following
development topics. Feel free to add additional topics to the list.

Topic 11 elal
1ii d Ai

46 Teambuilding with teachers not in
the immersion project.

0 0 0

47 Advanced language instruction. 0 0 0
48 Interpersonal skills. 0 0 0

1 (l.: I

D 0

0 0
0 0
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I

I
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I

I
I
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1

Topic II II ii 41 I,
49 Educational technology for teaching 0

'language.

50 Stress management. 0
51 Valuing diversity in the schools. 0
52 Policy and procedures in the

schools.
0

53 Career development/career options
for teachers.

0

54 Recognizing and helping the student
in crisis.

0

55 Student suicide. 0
56 Drugs in the schools. 0
57 Time management. 0
59 Sexual/racial/religious

discrimination in the schools.
0

60 Preparation of teaching materials. 0
61 Outcome-based language education 0
62 Strategies ftfr teaching content. 0
63 Refining the scope of the

curriculum.
0

64 Refining the sequence of the
curriculum.

0

0 0 0 0

0 0 0 0
0 0 0 0
0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0
0 0 0 0
0 0 0 0
0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

0 0 0 0

1 (,-; c--)
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Topic II al
I -.;

AZ ii 41 Ir.:

65 Developing multi-cultural, gender
fair content and curriculum.

0 0 0

66 Change managerna .t. 0 0 0
67 0 0 0
68 0 0 0
69 0 0 0
70 0 0 0

O 0

O 0
O 0
O 0
O 0
O 0

191



192

Open Ended Questions: (use the back of this sheet if necessary)

1. What things related to the teaching of Spanish in your school
cause you the most concern?

2. What strengths do you see in your school's Spanish program?

3. Is there anything else you feel the consultants should know?



I
I

I

I

I

I

I

I

I

I

I

II
I

I

I

I

I

I

i

Use this page to write any comments about the survey
questions.

2 u i
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Summary of Spanish Teachers Expressed Attitudes,
Project Evaluation, and Pre- Post- Measures.
Taken from the Second Survey Instrument

Spring, 1990

Table 1

Second Survey, Culture Items Ranked by Mean Score.

Standard
Item Mean score Deviation

2 1 4.74 0.45
3 4.68 0.48
4 4.42 0.96

4 2 4.42 0.51
1 4.37 0.60

1 5 4.32 0.89
2 4 4.32 0.58

9 4.21 0.63
I 0 4.21 0.63
1 4 4.21 0.79
1 9 4.21 0.54
2 7 4.17 0.71
3 0 4.17 0.92
1 1 4.16 0.77
1 8 4.16 0.50
2 6 4.06 0.80

6 4.05 0.54
2 0 4.05 0.71
4 0 4.05 0.71
4 4 4.05 0.41

5 4.00 0.88
2 2 4.00 1.00
3 2 4.00 0.84
1 8 4.00 1.00
1 2 3.95 0.78
3 5 3.94 0.42
13 3.90 0.66
4 1 3.90 0.66
3 9 3.84 0.83
3 1 3.61 0.98
3 3 3.61 0.85
2 3 3.58 1.07

-1- 20,,.:
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3 6 3.56 0.78
2 8 3.50 0.79

7 3.42 0.90
2 3.37 1.17

3 7 3.33 1.24
1 7 3.32 0.89
3 4 3.17 0.99

8 3.06 1.00
1 6 3.05 1.27
4 3 3.05 1.31
2 5 2.90 1.20
4 5 2.84 1 07
2 9 2.50 0.92
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Table 2
Evaluation Items Ranked by Mean Score.

Item Mean score
Standard
Deviation

7 8 4.43 0.65
7 5 4.36 0.75
7 3 4.21 0.98
6 3 4.06 1.96
6 2 4.05 0.78
5 9 3.79 0.86
8 7 3.74 0.73
7 4 3.71 1.38
4 8 3.63 0.90
6 1 3.61 0.85
6 6 3.53 1.07
7 9 3.50 1.10
7 6 3.43 1.28
6 8 3.42 1.12
8 0 3.38 1.31
5 2 3.37 1.01
5 4 3.37 1.01
8 5 3.37 0.83
6 7 3.32 1.06
4 6 3.26 1.05
4 7 3.26 1.10
7 7 3.21 1.25
6 0 3.21 0.92
8 1 3.19 1.22
5 3 3.16 1.02
6 4 3.16 1.21
8 8 3.16 1.02
5 0 3.00 1.00
8 2 3.00 1.21
5 5 2.95 1.03
5 8 2.94 1.06
5 1 2.84 0.96
8 9 2.79 1.51
4 9 2.68 0.89
5 7 2.68 0.09
6 5 2.68 0.89
7 1 2.59 1.06
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8 3 2.44 0.96
7 0 2.41 0.30
5 6 2.37 1.01
7 2 2.37 2.37
6 9 2.33 0.84
8 6 2.16 "..07
8 4 1.8.1 0.38
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Spanish Team Evaluations
Open-Ended Questions
Comments Summary

(n = 19)

1. What was the most valuable part of this project?

Time to meet with teachers at my own school. (9)
Get new ideas from project staff and other teachers. (6)
Language practice sessions. (3)
Team building. (3)
Half-day workshops. (2)
Goal setting. (2)
Translation of science units. (1)
Project was of little value. (1)

2 . What was the least valuable part of this project?

Travel time to the University. (2)
Team building. (2)
The follow-up sessions because of time constraints. (2)
Follow-up sessions because not everyone participated. (1)
Follow-up sessions because of unclear goals. (1)
Curriculum workshops. (1)
First meeting with Helen, too much time on introductions. (1)
Peer coaching. (1)
individual Learning Plan. (1)

3. What factors fostered your participation?

Desire to learn more to help me in the classroom. (6)
Hoped to improve the Spanish program. (4)
Available time and/or funding. (3)
Professional pride. (3)
We were forced to participate. (1)
Enjoyed the project staff. (1)
Convenient location. (1)

4 . What factors hindered your participation?

Time constraints due to professional and personal life. (13)
Lack of clarity regarding project goals. (2)
Finding child care. (1)
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Feeling threatened by the project. (1)
Distance from home to meetings. (1)
Lack of communication from project staff regarding workshops

at the University. (1)

5. What differences do you pe ^eive as a result of this
project?

Better communication and working relationships with team
members. (9)

Better understanding of personal goals. (1)
Importance of team building and peer support. (1)
Increased understanding of the school's goals. (1)
None. (1)

6 . If the project were to be continued, what components
should be included?

Update curriculum and materials. (8)
Language practice sessions. (7)
Time to meet with teachers from other schootz. (2)
More translations. (2)
More team building sessions. (2)
Include current research and new strategies. (1)
Set aside time during the day for the Spanish team to meet. (1)
Follow-up meethigs. (1)
Student testing. (1)
Don't want to continue. (1)

7. If the project were to be continued, what other
changes should be m2de?

More advanced notice of meetings. (2)
Get the students involved. (1)
Have the meetings during school hours. (1)
More curriculum planning. (1)
Appoint a coordinator at the school. (1)
More interaction with other staff (1)

8 . Did you complete a translation for which you were
paid during the project? Isil_5. hia_12, If no, why
not?

-6-
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Not time ave.able. (9)
Not aware of it. (3)
Pay was late in arriving. (1)
Translations for my grade were already completed. (1)

Should there have been more opportunities for
translations?
It,,LA. ILA Please explain your response.

Don't know what was needed. (3)
Don't just translate, but do more creative lessons. (3)
I don't use them so I don't benefit. (1)
No time. (1)
Like more time during the summer. (1)
Not interested. (1)
I wouidn't do it again because I wouldn't get paid. (1)
Translations are not of value. (1)

9. Overall, did your students benefit from the project?
1=11 lig_a Please elaborate.

Received good ideas from other teachers. (5)
Better communication between teachers. (2)
Not sure. (2)
I gained confidence. (1)
Seemed unfocused. (1)
No. (1)
My attitude improved and this is reflected in my teaching. (1)

10. Any other comments.

Want more information on technology and teaching foreign
language. (1)

Had to wait too long for pay. (1)
Have the teachers involved in making decisions about how to

spend the grant money. (1)
All teachers need to participate. (1)
Need more materials. (1)
Thank you, it was worthwhile. (2)

2 o S
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Table 3
Evaluation Matrix for post-project survey.

Overall Jefferson Ramsey
4.04

Webster
3 96Cooperation 3 89 3 70

Communi-
cation

3.17 3.60 2.68 3.24

Feel Valvc4 4.23 4.02 4.33 4.40
Supervision 3 53 3 60 3.33 3.70
Lang. Skills 3.84 3 76 3 83 3 97
Morale 4.05 3.76 3 97 4.56
Involvement 3.15 3 13 3 36 2 90
Support 2.84 3 07 2 71 2 70
Workshop 3 53 3 03 3 86 3 78
Follow-up 3 22 3 06 4 00 2 36
Peer Coach 2.44 2 19 2 57 2 53
Lang. Pract. 3 89 3 77 4.28 3.33
ILP 3.10 3.23 3.20 2.84
Curriculum 3.04 3.23 3.06 2.76

2
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Table 4
Evaluation matrix pre- and post- for each school.

Overall-pretest Overall-posttest
Cooperation 3.94 3 89
Communication 3.12 3.17
Feel Valued 4.17 4.23
Supervision 3.64 3 53
Lang. Skills 3.86 3.84
Morale 4.09 4.05

Jefferson-pretest Jefferson-posttest
Cooperation 3.99 3.70
Communication 3 52 3 60
Feel Valued 4.09 4.02
Su . ervision 4.17 3 60
Lang. Skills 3 79 3 76
Morale 4.08 3 76

Ramsey-pretest Ramsey-posttest
Cooperation 3 82 4.04
Communication 2 83 2 68
Feel Valued 4.04 4.33
Su s ervision 3.28 3 33
Lang. Skills 3 90 3 83
Morale 3 87 3.97

Webster-pretest Webster-posttest
Cooperation 4.17 3 96
Communication 3.31 3.24
Feel Valued 4.54 4.40
Supervision 3.86 3.70
Lang. Skills 3 86 3.97
Morale 4.61 _4.56
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Table 5
Descriptive Statistics,

Summary of each item in the
All scores have been correc
TOTAL OBSERVATIONS: 19

203

all data, post-project

Spanish Teachers Follow-up (Post-) Survey
Ud for polarity, 5=high, llow.
All data

F(1)

Categorical Items F(1-45)

F(2) F(3) F(4) F(5)

N OF CASES 19 19 19 19 19
MINIMUM 3.000 1.000 4.000 1.000 2.000
MAXIMUM 5.000 5.000 5.000 5.000 5.000
MEAN 4.368 3.368 4.684 4.421 4.000
STANDARD DEV 0.597 1.165 0.478 0.961 0.882

F(6) F(7) F(8) F(9) F(10)

N OF CASES 19 19 19 18 19
MINIMUM 3.000 2.000 2.000 1.000 3.000
MAXIMUM 5.000 5.000 5.000 4.000 5 000
MEAN 4.053 3.421 4.105 3.056 4.211
STANDARD DEV 0.524 0.902 0.809 0.998 0.631

F(11) F(12) F(13) F(14) F(15)

N OF CASES 19 19 19 19 19
MINIMUM 2.000 1.000 2.000 2.000 2.000
MAXIMUM 5.000 5.000 5.000 5.000 5.000
MEAN 4.158 3.947 3.895 4.211 4.316
STANDARD DEV 0.765 0.780 0.658 0.787 o.ees

F(16) F(17) F(18) F(19) F(20)

N OF CASES 19 19 19 19 19
MINIMUM 1.000 2.000 3.000 3.000 2.000
MAXIMUM 5.000 4.000 5.000 5.000 5.000
MEAN 3.053 3.316 4.158 4.211 4.053
STANDARD DEV 1.268 0.885 0.501 0.535 0.705

F(21) F(22) F(23) F(24) F(25)

N OF CASES 19 19 19 19 19
MINIMUM 4.000 2.000 2.000 3.000 1.000
MAXIMUM 5.000 5.000 5.000 5.000 5.000
MEAN 4.737 4.000 3.579 4.316 2.895
STANDARD DEV 0.452 1.000 1.071 0.582 1.197
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N OF CASES

F(26)

18

F(27)

18

F(28)

18

F(29)

18

F(30)

18

MINIMUM 3.000 2.000 2.000 1.000 2.000

MAXIMUM 5.000 5.000 4.000 4.000 5.000
MEAN 4.056 4.167 3.500 2.500 4.167

STANDARu DEV 0.802 0.707 0.786 0.924 0.924

F(31) F(32) F(33) F(34) F(35)

N OF CASES 18 18 18 18 18

MINIMUM 2.000 2.00C 2.000 2.000 3.000

MAXIMUM 5.000 5.000 5.000 5.000 5.000
MEAN 3.611 4.000 3.611 3.167 3.944

STAMDARD DEV 0.979 0.840 0.850 0.985 0.416

F(36) F(37) F(38) F(39) F(40)

N OF CASES 18 18 19 19 19

MIKMUM 1.000 1.000 2.000 2.000 2.000
MAXIMUM 4.000 5.000 5.000 5.000 5.000
MEAN 3.556 3.333 4.000 3.842 4.053
STANDARD DEV 0.784 1.237 1.000 0.834 0.705

F(41) F(42) F(4.1,) F(44) F(45)

N OF CASES 19 19 19 19 19
MINIMUM 2.000 4.000 1.000 3.000 1.000
MAXIMUM 5.000 5.000 5.000 5.000 4.000
MEAN 3.895 4.421 3.053 4.053 2.842
STANDARD DEV 0.658 0.507 1.311 0.405 1.068

Project Evaluation Questions F(46-89)

F(46) F(47) F(48) F(49) F(50)

N OF CASES 19 19 19 19 19

MINIMUM 2.000 2.000 2.000 2.000 2.000
MAXIMUM 5.000 5.000 5.000 4.030 5.000
MEAN 3.263 3.263 3.632 2.684 3.000
STANDARD DEV 1.046 1.098 0.895 0.885 1.000

F(51) F(52) F(53) F(54) F(55)

N OF CASES 19 19 19 19 19
MINIMUM 1.000 2.000 1.000 1.000 1.000
MAXIMUM 4.000 5.000 5.000 5.000 4.000
MEAN 2.842 3.368 3.158 3.368 2.947
STANDARD DEV 0.958 1.012 1.015 1.012 1.026
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F(56) F(57) F(58) F59I F(60)

N OF CASES 19 19 18 19 19

MINIMUM 1.000 1.000 1.000 2.000 2.000

MAXIMUM 5.000 5.000 5.000 5.000 5.000
MEAN 2.368 2.684 2.944 3.789 3.211
STANDARD DFV 1.012 0.946 1.056 0.855 0.918

F(61) F(62) F(63) F(64) F(t5)

N OF CASES 18 19 18 19 19

MINIMUM 1.000 2.000 0 000 1.000 1.000
MAXIMUM 5.000 5.000 7.000 5.000 4.000
MEAN 3.611 4.053 4.056 3.158 2.684
STANDARD DEV 0.850 0.780 1.955 1.214 0.885

F(66) F(67) F(68) F(69) F(70)

N OF CASES 19 19 19 18 17

MINIMUM 2.000 2.000 1.000 1.000 1.000
MAXIMUM 5.000 5.000 5.000 4.000 4.000
MEAN 3.526 3.316 3.421 2.333 2.412
STANDARD DEV 1.073 1.057 1.121 0.840 0.795

F(71) F;72) F(73) F(74) F(75)

N OF CASES 17 19 14 14 14

MINIMUM 1.000 0.000 2.000 1.000 3.000
MAXIMUM 4.000 7.000 5.000 5.000 5.000
MEAN 2.588 2.368 4.214 3.714 4.357
STANDAR, DEV 1.064 2.362 0.975 1.383 0.745

F(76) F(77) F(78) F(79) F(80)

N OF CASES 14 14 14 16 16
MINIMUM 1.000 1.000 3.000 1.000 1.000
MAXIMUM 5.000 5.000 5.000 5.000 5.000
MEAN 3.429 3.214 4.429 3.500 3.375
STANDARD DEV 1.284 1.251 0.646 1.095 1.310

F(81) F(82) F(83) F(84) F(85)

N OF CASES 16 16 16 18 19
MINIMUM 1.000 1.000 1.000 1.000 2.000
MAXIMUM 5.000 5.000 4.000 2.000 4.000
MEAN 3.188 3.000 2.438 1.833 3.368
STANDARD DEV 1.223 1.211 0.964 0.383 0.831
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Ft86) F(87) F(88) F(89)

N OF CASES 19 19 19 19

MINIMUM 0.000 2.000 1.000 1.000
MAXIMUM 4.000 5.000 5.000 5.000
MEAN 2.158 3.737 3.1:2 2.789
STANDARD DEV 1.068 0.733 1.015 1.512
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Table 6
Summary of each item in the Spanish Teachers Follow-up (Post-) Survey
All scores have been corrected for polarity, 5-high, llow.

THE FOLLOWING RESULTS ARE FOR:
SCHOOL Jefferson

TOTAL OBSERVATIONS: 7

N OF CASES
MINIMUM
MAXIMUM
MEAN

STANDARD DEV

F(1)

7

4.000
5.000
4.429
0.535

F(6)

F(2)

7

4.000

5.000
4.286
0.488

F(7)

F(3)

7

4.000

5.000
4.429
0.535

F(8)

F(4)

7

1.000
5.000
4.000
1.414

F(9)

F(5)

7

3.000

5.000
4.143

1.690

F(10)

N OF CASES 7 7 7 7 7

MINIMUM 3.000 2.000 2.000 2.000 3.000
MAXIMUM 5.000 5.000 5.000 4.000 5.000
MEAN 4.143 3.286 3.857 3.286 4.143
STANDARD DEV 0.690 0.951 1.069 0.951 0.690

F(11) F(12) F(13) F(14) F(15)

N OF CASES 7 7 7 7 7

MINIMUM 2.000 1.000 4.000 2.000 2.000
MAXIMUM 5.000 5.000 5.000 4.000 5.000
MEAN 3.857 3.714 4.143 3.571 3.857
STANDARD DEV 1.069 1.254 0.378 0.787 1.069

F(16) F(17) F(18) F(19) F(20)

N OF CASES 7 7 7 7 7
MINIMUM 2.000 2.000 3.000 3.000 3.000
MAXIMUM 5.000 4.000 5.000 5.000 5.000
MEAN 3.714 3.429 4.143 4.000 4.000
STANDARD DEV 1.254 0.787 0.690 0.577 0.577

F(21) F(22) F(23) F(24) F(25)

N OF CASES 7 7 7 7 7

MINIMUM 4.000 2.000 2.000 3.000 1.000
MAXIMUM 5.000 5.000 4.000 5.000 5.000
MEAN 4.571 3.857 3.429 4.000 2.714
STANDARD DEV 0.535 0.900 0.787 0.577 1.254
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F(26) F(27) F(28) F(29) F(30)

N OF CASES 7 7 7 7 7

MINIMUM 3.000 2.000 2.000 2.000 2.000
MAXIMUM 5.000 5.000 4.000 4.000 5.000
MEAN 3.857 3.857 3.429 3.000 4.143
STANDARD DEV 0.900 0.900 0.787 1.000 1.069

F!31) F(32) F(33) F(34) F(35)

N OF CASES 7 7 7 7 7

MINIMUM 2.000 2.000 2.000 3.000 3.000
MAXIMUM 4.000 5.000 4.000 5.000 4.000
MEAN 3.571 3.714 3.143 3.657 3.714
STANDARD DEV 0.787 1.113 0.900 0.690 0.488

F(36) F(37) F(38) F(39) F(40)

N OF CASES 7 7 7 7 7

MINIMUM 3.000 2.000 2.000 2.000 2.000
MAXIMUM 4.000 5.000 5.000 5.000 4.000
MEAN 3.571 3.429 3.286 3.571 3.571
STANDARD DEV 0.535 1.134 1.113 1.272 0.787

F(41) F(42) F(43) f(44) F(45)

N OF CASES 7 7 7 7 7

MINIMUM 3.000 4.000 1.000 3.000 2.000
MAXIMUM 4.000 5.000 4.000 4.000 4.000
MEAN 3.714 4.429 2.857 3.857 3.143
STANDARD DEV 0.488 0.535 1.215 0.378 0.900

F(46) F(47) F(48) F(49) F(50)

N OF CASES 7 7 7 7 7

MINIMUM 2.000 2.000 2.000 2.000 2.000
MAXIMUM 4.000 4.000 4.000 4.000 5.000
MEAN 3.143 2.857 3.711 2.714 3.000
STANDARD DEV 0.900 0.900 0.756 0.951 1.155

F(51) F(52) F(53) F(54) F(55)

N OF CASES 7 7 7 7 7

MINIMUM 1.000 2.000 1.000 1.000 2.000
MAXIMUM 4.000 5.000 5.000 5.000 4.000
MEAN 2.714 3.429 3.429 3.286 3.143
STANDARD DEV 1.113 1.134 1.272 1.380 0.900
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F(56) F(57) F(58) F(59) F(60)

N OF CASES 7 7 7 7 7

MINIMUM 1.000 1.000 1.000 2.000 2.000
MAXIMUM 5.000 5.000 3.000 4.000 3.000
MEAN 2.571 3.286 2.143 3.571 2.571
STANGAkD DEV 1.397 1.254 0.690 0.787 0.535

F(61) F(62) F(63) F(64) F(65)

N OF CASES 7 7 6 7 7

MINIMUM 1.000 2.000 2.000 1.000 1.300
MAXIMUM 4.000 5.000 6.000 4.000 3.000
MEAN 3.143 3.714 4.833 3.000 2.286
STANDARD DEV 1.069 0.951 1.602 1.155 0.756

F(66) F(67) F(68) F(69) F(70)

N OF CASES 7 7 7 6 5

MINIMUM 2.000 2.000 1.000 2.000 2.000
MAXIMUM 4.000 4.000 4.000 4.000 3.000
MEAN 3.571 3.286 3.143 2.500 2.200
STANDARD DEV 0.787 0.951 1.069 0.837 0.447

F(71) F(72) F(73) F(74) F(75)

N OF CASES 5 7 5 5 5

MINIMUM 1.000 0.000 4.000 2.000 3.000
MAXIMUM 2.000 4.000 5.000 5.000 5.000
MEAN 1.800 1.714 4.200 3.400 4.200
STANDARD DEV 0.447 1.704 0.447 1.140 0.837

F(76) F(77) F(78) F(79) F(80)

N OF CASES 5 5 5 6 6

MINIMUM 2.000 2.000 4.000 3.000 1.000
MAXIMUM 5.000 5.000 5.000 5.000 5.000
MEAN 3.400 3.000 4.400 3.833 3.667
STANDARD DEV 1.140 1.225 0.548 0.753 1.366

F(81) F(82) F(83) F(84) F(85)

N OF CASES 6 6 6 7 7

MINIMUM 2.000 2.000 2.000 2.000 2.000
MAXIMUM 5.000 5.000 4.000 2.000 4.000
MEAN 3.167 3.167 2.333 2.000 3.571
STUDARD DEV 1.169 1.329 0.816 0.000 0.787
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F(86) F(87) F(88) F(89)

N OF CASES 7 7 7 7

MINIMUM 1.000 4.000 2.000 1.000
MAXIMUM 4.000 5.000 5.000 5.000
MEAN 2.429 4.143 3.286 2.714
STANDARD DEV 0.976 0.378 0.951 1.604



Table 7
Summary of each item in the Spanish Teachers Follow-up (Post-) Survey
All scores have been corrscted for polarity, 5=high, 1=low.

THE FOLLOWING RESULTS ARE FOR:
SCHOOL = Ramsey

TOTAL OBSERVATIONS:

N OF CASSS
MINIMUM
MAXIMUM
MEAN
STANDARD DEV

7

F(1)

7

4.000
5.000

4.429
0.535

F(6)

F(2)

7

1.000

3.000
2.143
0.900

F(7)

F(3)

7

5.000
5.000
5.000
0.000

F(8)

F(4)

7

4.000
5.000
4.714
0.488

F(9)

F(5)

7

2.000
5.000
4.143
1.069

F(10)

N OF CASES 7 7 7 7 7

MINIMUM 3.000 3.000 3.000 1.000 3.000
MAXIMUM 4.000 5.000 5.000 4.000 5.000
MEAN 3.857 3.429 4.143 2.429 4.000
STANDARD DEV 0.378 0.787 0.690 0.976 0.577

F(11) F(12) F(13) F(14) F(15)

N OF CASES 7 7 7 7 7

MINIMUM 4.000 4.00n 2.000 4.000 3.000
MAXIMUM 5.000 5.000 4.000 5.000 5.000
MEAN 4.286 4.143 3.571 4.714 4.429
STANDARD DEV 0.488 0.378 0.787 0.488 0.787

F(16) F(17) F(18) F(19) F(20)

N OF CASES 7 7 7 7 7

MINIMUM 1.000 2.000 4.000 4.000 4.000
MAXIMUM 4.000 4.000 5.000 5.000 5.000
MEAN 2.429 3.000 4.143 4.286 4.429
STANDARD DEV 1.272 1.000 0.378 0.488 0.535

F(21) F(22) F(23) F(24) F(25)

N OF CASES 7 7 7 7 7

MINIMUM 4.000 2.000 2.000 4.000 1.000
MAXIMUM 5.000 5.000 5.000 5.000 4.000
MEAN 4.857 4.000 3.571 4.571 2.714
STANDARD DEV 0.378 1.291 1.272 0.535 1.113

219
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N OF CASES

F(26)

6

F(27)

6

F(29)

6

F(29)

6

F(30)

6

MINIMUM 3.000 4.000 2.000 1.000 2.000
MAXIMUM 5.000 5.000 4.000 4.000 5.000
MEAN 3.833 4.333 3.667 2.167 3.833
STANDARD DEV 0.753 0.516 0.816 0.983 0.983

F(31) F(32) F(33) F(34) F(35)

N OF CASES 6 6 6 u 6
MINIMUM 2.000 3.000 2.000 1.000 4.000
MAXIMUM 5.000 5.000 4.000 3.000 5.000
MEAN 3.500 4.000 3.667 2.167 4.167
STANDARD DEV 1.049 0.632 0.816 0.408 0.408

F(36) F(37) F(38) F(39) F(40)

N OF CASES 6 6 7 7 7

MINIMUM 1.000 1.000 3.000 3.000 4.000
MAXIMUM 4.000 4.000 5.000 5.000 5.000
MEAN 3.333 3.167 4.143 4.000 4.429
STANDARD DEV 1.211 1.329 0.690 0.577 0.535

F(41) F(42) F(43) F(44 F(45)

N OF CASES 7 7 7 7 7

MINIMUM 2.000 4.000 1.000 4.000 1.000
MAXIMUM 5.000 5.000 4.000 5.000 4.000
MEAN 3.857 4.429 2.429 4.143 2.571
STANDARD DEV 0.900 0.535 1.272 0.37b 1.272

F(46) F(47) F(48) F(49) F(50)

N OF CASES 7 7 7 7 7

MINIMUM 2.000 2.0rJ 2.000 2.000 2.000
MAXIMUM 5.000 5.000 5.000 4.000 4.000
MEAN 3.571 3.714 3.857 2.857 3.143
STANDARD DEV 0.976 1.113 0.900 0.900 0.900

F(51) F(52) F(53) F(54) F(55)

N OF CASES 7 7 7 7 7

MINIMUM 2.000 2.000 2.000 2.000 1.000
MAXIMUM 4.000 5.000 4.000 4.000 4.000
MEAN 3.143 3.571 3.000 3.429 2.857
STANDARD DEV 0.900 0.976 0.816 0.787 1.215

151.
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F(56) F(57) F(58) F(59) F(60)

N OF CASES
7 7 7 7 7

MINIMUM 1.000 2.000 2.000 3.000 3.000MAXIMUM
3.000 3.000 5.000 5.000 5.000

MEAN
2.143 2.429 3.143 4.143 3.857STANDARD DEV 0.690 0.535 1.069 0.900 0.690

F(61) F(62) F(63) F(64) F(65)

N OF CASES
7 7 7 7 7

MINIMUM
3.000 3.000 0,000 3.000 2.000MAXIMUM
5.000 5.000 7.000 5.000 4.000

MEAN
3.857 4.286 4.571 4.143 3.429STANDARD DEV 0.690 0.756 2.225 0.900 0.787

F(66) F(67) F168) F(69) F(70)

N OF CASES
7 7 7 7 7

M!...IMUM
3.000 3.000 3.000 1.000 1.000MAXIMUM
5.000 5.000 5.000 4.000 4.000

MEAN
4.286 4.000 4.143 2.429 2.857STANDARD DEV
0.756 0.816 0.900 1.134 1.069

F(71) F(72) 7(73) F(74) F(75)

N OF CASES
7 7 6 6 6

murmum
1.000 0.000 3.nn0 3.000 3.000

MAXIMUM
4.000 7.000 5.000 5.000 5.000

MEAN
2.429 3.571 4.667 4.500 4.500STANDARD DEV 0.976 2.878 0.816 0.837 0.837

F(76) F(77) F(78) F(79) F(80)

N OF CASES
6 6 6 5 5

MINIMUM
3.000 3.000 3.000 2.000 2.000

MAXIMUM
5.000 5.000 5.000 5.000 5.000

MEAN
3.933 3.667 4.500 3.600 3.400STANDARD DEV 0.983 0.816 0.837 1.140 1.342

F(81) F(82) F(83) F(84) F(85)

N OF CASES
5 5 5 6 7

MINIMUM
2.000 2.000 2.000 2.000 2.000MAXIMUM
5.000 4.000 4.000 2.000 4.000

hN
3.400 2.800 2.800 2.000 3.429-ANDARD DEV 1.342 1.095 1.095 0.000 0.787

2;).
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F(86) F(87) F(88) F(89)

N OF CASES 7 7 7 7

MINIMUM 0.000 3.000 2.000 1.000
MAXIMUM 4.000 4.000 4.000 5.000
MEAN 1.857 3.714 3.429 2.857
STANDARD CEV 1.215 0.488 0.787 1.574
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Table 8
Summary of each item in the Spanish Teachers Follow-up (Post-) Survey
All scores have been corrected for polarity, 5high, Ilvw.

THE FOLLOWING kESULTS ARE FOR:
SCHOOL Webster

TC/AL OBSERVATIONS: 5

N OF CASES
MINIMUM
MAXIMUM
MEAN
STANDARD DEV

F(1)

5

3.000
5.000

4.200
0.837

F(2)

5

3.000

4.000

3.800
0.447

F(3)

5

4.000

5.000
4.600
0.548

F(4)

5

4.000
5.000
4.600
0.548

F(5)

s
2.000
4.000
3.600
0.894

F(6) F(7) F(8) F(9) F(10)

N OF CASES 5 5 5 4 5

MINIMUM 4.000 2.000 4.000 3.000 4.000
MAX:MUM 5.000 5.000 5.000 4.000 6.000
MEAN 4.200 3.600 4.400 3.750 4.600
STANDARD DEV 0.447 1.140 0.548 0.500 0.548

F(11) F(12) F(13) F(14) F(15)

N OF CASES 5 5 5 5 5

MINIMUM 4.000 4.000 3.000 4.000 4.000
MAXIMUM 5.000 4.000 5.000 5.000 5.000
MEAN 4.400 4.000 4.000 4.400 4.800
STANDARD DEV 0.548 0.000 0.707 0.548 0.447

F(16) F(I7) F(18) F(19) F(20)

N OF CASES 5 5 5 5 5

MINIMUM 2.000 2.000 4.000 4.000 2.000
MAXIMUM 4.000 4.000 5.000 5.000 4.000
MEAN 3.000 3.600 4.200 4.400 3.600
STANDARD DEV 1.000 0.894 0.447 0.548 0.894

F(21) F(22) F(23) F(24) F(25)

N OF CASES 5 5 5 5 5

MINIMUM 4.000 3.000 2.000 4.000 2.000
MAXIMUM 5.000 5.000 5.000 5.000 5.000
MEAN 4.800 4.200 3.800 4.400 3.400
STANDARD DEV 0.447 0.837 1.304 0.518 1.342
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F(26) F(27) F(28) F(29) F(30)

N OF CASES 5 5 5 5 5

MINIMUM 4.000 4.000 2.000 2.000 4.000
MAXIMUM 5.000 5.000 4.000 3.000 5.000
MEAN 4.600 4.400 3.400 2.200 4.600
STANDARD DEV 0.548 0.548 0.894 0.447 0.548

F(31) F(32) F(33) F(34) F(35)

N OF CASES 5 5 5 % 5

MINIMUM 2.000 4.000 4.000 2.000 4.000
MAXIMUM 5.000 5.000 5.000 4.000 4.000
MEAN 3.800 4.400 4.200 3.400 4.000
STANDARD DEV 1.304 0.548 0.447 0.894 0.000

F(36) F(37) F(38) F(39) F(40)

N OF CASES 5 5 5 5 5

INIMUM 3.000 2.000 4.000 4.000 4.000
MAXIMUM 4.000 5.000 5.000 4.000 5.000
MEAN 3.800 3.400 4.800 4.300 4.200
STANDARD DEV 0.447 1.517 0.447 0.000 0.447

F(41) F(42) F(43) F(44) F(45)

N OF CASFS 5 5 5 5 5

MINIMUM 4.000 4.000 3.000 4.000 2.000
MAXIMUM 5.000 5.000 5.000 5.000 4.000
MEAN 4.200 4.400 4.200 4.200 2.ouu
STANDARD DEV 0.447 0.548 0.837 0.447 1.095

F(46) F(47) F(48) F(49) F(50)

N OF CASES 5 5 5 5 5

MIOIMUM 2.000 2.000 . 2.000 2.000 2.000
MAXIMUM 5.300 5.000 4..30 4.000 4.000
mEAN 3.000 3.200 3.200 2.400 2.800
STANDARD DEV 1.414 1.304 1.095 C.894 1.095

F(51) F(52) F(53) F(54) F(55)

N OF CASES 5 5 5 5 5
MINIMUM 2.000 2.000 2.000 2.000 2.000
MAXIMUM 4.000 4.000 4.000 4.000 4.000
MEAN 2.600 3.000 3.000 3.400 2.800
STANDARD DEV 0.894 1.000 1.000 0.894 1.095

'
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II

II

II

I

F(56) F(57) F(58) F(59) F(60)

N OF CASES 5 5 4 5 5

MINIMUM 1.000 2.000 4.000 2.000 2.000
MAXIMUM 3.000 3.000 4.000 4.000 4.000
MEAN 2.400 2.200 4.000 3.600 3.200
STANDARD DEV 0.894 0.447 0.000 0.894 1.095

IIF(61) F(62) F(63) F(64) F(65)

N OF CASES 4 5 5 5 5
MINIMUM 4.000 4.000 2.000 2.000 2.000
MAXIMUM 4.030 5.000 4.000 2.000 3.000
MEAN 4.000 4.200 2.400 2.000 2.200
ISTANDARD nEsi 0.000 0.447 0.894 0.000 0.447

F(66) F(67) F(68) F(69) F(70)

N OF CASES 5 5 5 5 5

MINIMUM 2.000 2.000 2.000 2.000 2.000
M T4AXIN 4.000 4.000 4.000 2.000 2.000
MEAN 2.400 2.40 2.800 2.000 2.000
T RD"ANDA DEV 0.894

'3

0.894 1.095 3.000 0.000

IIF(71) F(72) F(73) F(74) F(75)

N OF CASES

MINIMUM 2.000 0.000 2.000 1.000 4.000
MAXIUM

5

4.000

5

5.000

3

5.000

3

5.000

3

M 5.000
MEAN 3.600 1.600 3.333 2.667 4.333
IISTANDARD DEV 0.894 2.074 1.5?b 2.082 0.577

F(76) F(77) F(79) F(79) F(80)

IN OF CASES 3 3 3 5 5

MINIMUM 1.000 1.000 4.000 1.000 1.000
MAXIMUM
MEAN

5.000

2.667
5.000

2.667
5.000
4.333

4.000

3.000
4.000

1.000
STANDARD DEV 2.082 2.082 0.577 1.414 1.414

F(81) F(82) t(83) F(84) F(85)

N OF CASES 5 5 5 5 5
MINIMUM 1.000 1.000 1.000 1.000 2.000
MAXIMUM 4.000 4.000 4.000 2.000 4.000
MEAN 3.000 3.000 2.200 1.400 3.000
STANDARD DEV 1.414 1.414 1.095 0.548 1.000

-24-

2

217



F(86) F(87) F(88) F(89)

N OF CASES 5 5 5 5

MINIMUM 1.000 2.000 1.000 1.000
MAXIMUM 4.000 4.000 4.000 5.000
MEAN 2.200 3.200 2.600 2.800
STANDARD DEV 1.095 1.095 1.342 1.643

226
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Table 9
Spanish Project Follow-up (post-) survey.

Fraquency and parcont rasponsa for each item.
1mlom, 5shigh, . indicates missing data

TABLE OF VALUES Fon F(1)
FREQUENCIES

POITOnCe 3 4 5 TOTAL

1

TABLE OF VALUES FOR F(1)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4 5

5.26 52.63 42.11

TABLE OF VALUES FOR F(2)
FREQVEMCIES

1 2 3

2 2 4

TABLE OF VALUES FOR F(2)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1

I 10.53

2 3

10.53 21.05

19

TOTAL

100.00

4 5 TOTAL

Q 2 19

4 5 TOTAL

47.37 10.53 1 100.00

-26- 227
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TABLE OF VALUES FOR F(3)
FREQUENCIES

4 5 TOTAL

6 13 19

TABLE OF VALUES FOR F(3)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

4 5 TOTAL

69.421 100.00

TABLE OF UALUES FOR F(4)
FREQUENCIES

1 4 5 TOTAL

1 7 11

TABLE OF VALUES FOR F(4)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 4 5

5.26 36.84 57.89

TABLE OF VALUES FOR F(5)
FREQUENCIES

2 3 4

2 1 11

19

TOTAL

100.00

5

TABLE OF WILUES FOR F(5)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2

TOTAL

19

3 4 5 TOTAL

1-707-57- 5.26 57.99 26.32 1 100.00

-27-
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1

TABLE OF VALUES FOR F(6)
FREQUENCIES

3 4

223.

5

L-2 14 3

TABLE OF VALUES FOR F(6)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4

TOTAL

10

5 TOTAL

I10.53 73.68 13.7;7-1

TABLE OF WAXES FOR
FREQUENCIES

2

F(7)

100.00

3 4 5 TOTAL

1

2 10 4 3

TABLE OF VALUES FOR F(7)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4 5

10.53 32.63 21.05 15.79

TABLE OF VALUES FOR
FREQUENCIES

I

2

F(8)

19

TOTAL

100.00

3 4 5 TOTAL

1 2 10 5

TABLE OF VALUES FOR F(8)
PERCEHTS OF TOTAL OF THIS (SUB)TABLE

2

1

10

3 4 5 TOTAL

1

5.26 10.53 52.63 31.58 1 100.00

-28-
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I
s

I
I
1

I
I
I
I
I
I
I
I
I
I
I

TABLE OF VALUES FOR F(9)
FREQUENCIES

1 2 3 4 TOTAL

r 1 1 s 4 8

TABLE OF VALUES FOR F(4)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3

19

4 TOTAL

r--7.-26 5.26 26.32 21.05 42.11 I

TABLE OF VALUES FOR
FREQUENCIES

T

F(10)

3 4 5 TOTAL

TABLE OF VALUES FOR F(10)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4 5 TOTAL

10.53 57.89 31.58

TABLE OF VALUES FOR
FREQUENCIES

2 3

F(11)

4

100 .00

5 TOTAL

1 1

TABLE OF VALUES FOR F(11)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4 5

5.26 5.26 57.89 31.58

2,3i)
-29-

19

TOTAL

100.00

100.00

222



2 14 2_1

I
I
I
I
I
I
I
I
I
1

I
I
I
I
I
1

I
1

1

TABLE OF VALUES FOR F(12)
FREQUENCIES

1 4 5 TOTAL

1 16 2

TABLE OF VALUES FOR F(12)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 4

19

5 TOTAL

5.26 $4.21
,

10.53

TABLE OF
FREQUEM ,

:S FOR

2 3

F(13)

4

100.00

5

1

I

Vi.

TABLE OF VALUES FOR F(13)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

TOTAL

19

2 3 4 5 TOTAL

5.26 10.53 73.68 10.53 1 100.00

TABLE OF VALUES FOR F(I4)
FREQUENCIES

2 3 4 5 TOTAL

I

1 1 10 7
I

19

TABLE OF VALUES FOR F(14)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2

I 5.26

3 4 5 TOTAL

5.26 52.63 36.84 1] 100.00

-30-
231
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TABLE OF VALUES FOR F(15)
FREQUENCIES

2 3 4 3

1 2 6 lo

TABLE OF VALUES FOR F(15)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

TOTAL

19

3 TOTAL

I5.26 10.53 31.58 51.63 I

TABLE OF VALUES FOR
FREQUENCIES

1

F(16)

100.00

1 2 3 4 5 TOTAL

2 6 2 7 2

TABLE OF VALUES FOR F(16)
PERCENTS OF TOTAL OF THIS (SUB)1ABLE

1 2 3 4

19

5 TOTAL

1--10..53 31.58 10.53 36.84 10.53 I

TABLE OF VALUES FOR
FREQUENCIES

1

F(17)

2 3 4 TOTAL

5 3 -E 19

TABLE OF VALUES FOR F(17)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2

I 26.32

3 4 TOTAL

15.79 57.89 I 100.00

-3 1 . 23k,

100.00

224



I5.26 69.42 26.32-1

TABLE OF VALUES FOR F(18)
FREQUENCIES

225

3 4 5 TOTAL

ET- 14 4
1

19

TABLE OF VALUES FOR F(18)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4 5

I5.26 73.69 21.05

TABLE OF VALUES FOR F(19)
FREQUENCIES

1

3

TOTAL

100.00

4 5 TOTAL

1 13 Ti
TABLE OF VALUES FOR F(19)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4 3

TABLE OF VALUES FOR
FREQUENCIES

2 3

F(20)

4

19

TOTAL

100 00

5 TOTAL

1

1 1 13 4
1

,

TABLE OF VALUES FOR F(20)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2

19

3 4 5 TOTAL

I5.26 5.26 68.42 21.05 1 100.00

-32-
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36.84 36.84 I

c

I
I
I
I
I
I
I
1

1

I
I
I
I
I
I
I
I
I

TABLE OF VALUES FOR F(21)
FREQUENCIES

r
4 5 TOTAL

5 14 I 19

TABLE OF UALUES FOR F(21)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

4 5 TOTAL

26.32 73.68

TABLE OF VALUES FOR
FREQUENCIES

2 3

100 .00

F(22)

4 5 TOTAL

2 3 7 7

TABLE OF VALUES FOR F(22)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

I

19

5 TOTAL

1

10.53 15.79

TABLE OF VALUES FOR
FREQUENCIES

2 3 4

100.00

5 TOTAL

4 4 7 e

TABLE OF VALUES FOR F(23)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4 5

11.05 21.05 36.84 21.05

23:4
-33-

19

TCTAL

100.00
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I10.53 31.58 26.32 21.05 10.53 1

TABLE OF VALUES FOR F(24)
FREQUENZIES

3 4 5 TOTAL

1 11 7

TABLE OF VALUES FOR F(24)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

19

3 4 5 TOTAL

I5.26 57.89 36.84 I 100.00

TABLE OF VALUES FOR F(25)
FREQUENCIES

1 2 3 4 5 TOTAL

2 6 5 4 2 -1 19

TABLE OF VALUES FOR F(25)
PERCEATS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4 5 TOTAL

TABLE OF VALUES FOR
FREQUENCIES

3

F(26)

4 5 TOTAL

1 5 7 6

TABLE OF VALUES FOR F(26)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4

19

5 TOTAL

I5.26 26.32 36.84 31.58 1

-34- 23-3

100.00

100.00

22 7



3 12 I

15.79 63.16 I

TABLE OF VALUES FOR F(27)
FREQUENCIES

L 1

2 4 5 TOTAL

1

TABLE OF VALUES FOR F(27)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 4 5 TOTAL

I5.26 5.26 63.16 26.32 1 100.00

TABLE OF VALUES FOR F(28)
FREQUENCIES

2 3 4

r- 1 3

TABLE OF VALUES FOR F(28)
PERCENTS OF TOTAL OF THIS (SUJOTABLE

2 3 4

T5 . 26 15 . 79

TRBLE OF VALUES FOR
FREQUENCIES

1

F(29)

2 3

TOTAL

19

TOTAL

100.00

4

TABLE OF VAI,UES FOR F(29)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4

5.26 5.26 57.89 10.53 21.05

-35- 23o

TOTAL

19

TOTAL

100.00

228



TABLE OF VALUES FOR F(30)
FREQUENCIES

2 4 5 TOTAL

1 2 9 7

TABLE OF VALUES FOR F(30)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2

19

4 5 TOTAL

I5.26 10.53 -77.37 36.84 I 100.00

TABLE OF VALUES FOR F(31)
FREQUENCIES

2 3 4 5

1 3 4 e 3

TABLE OF VALUES FOR F(31)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

TOTAL

19

5 TOTAL

I5.26 15.79 21.05 42.11

TABLE OF VALUES F3R
FREQUENCIES

2

F(32)

3 4

100.00

5 TOTAL

1 1 3 9 5

TABLE OF VALUES FOR F(32)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

19

2 3 4 5 TOTAL

5.2C 5.26 15.79 47.37 26.32

-36- 237

100.00
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1

1

1

I.

TABLE OF VALUES FOR F(33)
FREQUENCIES

2 3

3 2

TABLE OF VALUES FOR F(33)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

TABLE OF
FREQUENCIES

2 3

5 26 15.79 10.53

VALUES FOR

2

F(34)

3

1 6 4

4 5 TOTAL

12 1 19

4 5 TOTAL

63.16 5.26 100.00

4 5 TOTAL

7 1 19

4 5 TOTAL

36.84 5.26 100.00

5 TOTAL

1 19

5 TOTAL

TABLE OF VALUES FOR F(34)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3

[--7.26 31.58 21.05

TABLE OF VALUES FOR F(35)
FREQUENCIES

3 4

1 2 15

TABLE OF VALUES FOR F(35)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4

5.26 10.53 78.95 5.26 I

-3 7- 2 3 S

100.00
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TABLE OF VALUES FOR F(36)
FREQUENCIES

1 3

1 5

TABLE OF VALUES FOR F(36)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 3

5.26 5.26 26.32

TABLE OF VALUES FOR F(37)
FREQUENCIES

1 I.

1 1 5

231

4 TOTAL

12 I 19

4 TOTAL

63.16 100 . 00

3 4 5 TOTAL

2 7 3
1E6

19

TOTAi3 4 5

10.53 36.84 15.79 j 100.00.

5 TOTAL

7 19

5 TOTAL

3.84 100.00

TABLE OF VALUES FOR F(37)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2

I5.26 5.26 26.32

TABLE OF VALUES FOR F(38)
FREQUENCIES

2 3 4

2 3 7

TABLE OF VALUES FOR F(38)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

I10.53 15.79 36.84

233
-38-



TABLE OF VALUES FOR F(39)
FREQUENCIES

2

2

3 4 5 TOTAL

2 12 3 19

TABLE OF VALUES FOR F(39)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4 5 TOTAL

[--70753 10.53

TABLE OF VALUES FOR F(40)
FREQUENCIES

2 3

63.16 15.79 I 100.00

4 5 TOTAL

1 13 4

TABLE OF VALUES FOR F(4C:
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

1 9

5 TOTAL

I5.26 5.26 68.42 21.05

TABLE OF VALUES FOR
FREQUENCIES

2 3

F(41)

4

100.00

5 TOTAL

1 2 14 2

TABLE OF VALUES FOR F(41)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

19

5 TOTAL

I5.26 10.53 73.68 10.53 ]

3 9 2

100 .00

232



TABLE OF VALUES FOR F(42)
FREQUENCIES

4

11

TOTAL

19

TABLE OF VALUES FOR F(42)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

4 5 TOTAL

57.89 42.11 100.00

TABLE OF VALUES FOR F(43).
FREQUENCIES

1 2 3

3 4 3

TABLE OF VALUES FOR F(43)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3

15.79 21.05 15.79

TABLE OF VALUES FOR F(44)
FREQUENCIES

3 4 5

1 16 2

TABLE OF VALUES FOR F(44)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4 5

4

7

5 TOTAL

19

4 5 TOTAL

36.84 10.53

5.26 84.21 10.53

TOTAL

19

TOTAL

100.00

-40- 241

100.00
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TABLE OF UALUES FOR F(45)
FREQUENCIES

2 3 4

2 6 4

TABLE OF JALUES FOR F(45)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4

I10.53 31.58 21.05 36.84 j

TABLE OF UALUES FOR
FREQUENCIES

2 3

F(46)

4

TOTAL

19

TOTAL

100. 00

5 TOTAL

6 4 2

TABLE OF URLUES FOR F(46)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2

19

3 4 5 TOTAL

I31.58 21.05

TABLE OF UALUES FOR F(47)
FREQPENCIES

2 3

36.94 10.53 100.00

4 5 TOTAL

6 5 5 3

TABLE OF UALUES FOR F(47)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

19

5 TOTAL

31.58 26.32 26.32 15.79

-41- 2 4

100.00

234



TABLE OF VALUES FOR F(48)
FREQUENCIES

2 4

235

5

4 14 1

TABLE OF VALUES FOR F(48)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 4 5

21.05 73.68 5.26

TABLE OF VALUES FOR F(49)
FREQUENCIES

2 3 4

1 1 3 5

TABLE OF VALUES FOR F(49)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3

TOTAL

19

Tirm

100.00

TOTAL

18

4 TOTAL

57.89 15.79 26.32

TABLE OF VALUES FOR . F( 50 )

FREQUENCIES

2 3 4

4 6

TABLE OF VALUES FOR F(50)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

100.00

5 TOTAL

1 18

2 3 4 5 TOTAL

I42.11 21.05 31.58 5.26 _I 100.00

-42 2 4 '0



TABLE OF VALUES FOR F(51)
FREQUENCIES

1 2 3 4 TOTAL

1 7 5

TABLE OF VALUES 'CA F(51)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3

19

4 TOTAL

I5.26 36.34 26.32 31.58

TABLE OF VALUES FOR
FREQUENCIES

F(52)

100 . 00

2 3 4 5 TOTAL

5 4 8 2

TABLE OF VALUES FOR F(52)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2

19

3 4 5 TOTAL

I26.32 21.05 42.11 10.53 100.00

TABLE OF VALUES FOR F(53)
FREQUENCIES

1 2 3 4 5

1 4 6 7 1

TABLE OF VALUES FOR F(53)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4 5

I5.26 21.05 31.58 36.84 5.26 I

-4324 4

TOTAL

19

TOTAL

100.00
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42.11 5.26 I

TABLE OF VALUES FOR F(54)
FREQUENCIES

1 2 3

1 3 4

TABLE 0'.= VALUES FOR F(54)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3

I5.26 15.79 21.05

TABLE OF VALUES FOR
FREQUENCIES

1 2

F(55)

3

1 7 3

TABLE OF VALUES FOR F(55)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3

1--57-6 36.84 15.79

TABLE OF VALUES FOR F(56)
FREQUENCIES

1 2 3

4 6

TABLE OF VALUES FOR F(56)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3

4 5

2

TOTAL

10 19

4 5 TOTAL

52.63 5.26 100 .00

4 TOTAL

19

4 TOTAL

42.11 100.00

5 TOTAL

19

5 TOTAL

I21.05 31.58

-442 4 5

100.00

37



i5.26 42.11 36.84 10.53 5.26 1

3 J

I10.53 15.79 57.89 15.79 1

2 3

F(59)

4 5 TOTAL

TABLE OF VALUES FOR F(57)
FREQUENCIES

F
1 2 3 4 5 TOTAL

1 8 7 2 1

TABLE OF VALUES FOR F(57)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4

1

1

5 TOTAL

TABLE OF VALUES FOR
FREQUENCIES

F(58)

100.00

238

1 2 3 4 5 TOTAL

I1 1 6 5 5 1 1 19

TABLE OF VALUES FOR F(58)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 1 3 4 5 TOTAL

I5.26 5.26 31.58 26.32 26.32 5.2:i 1

TABLE OF VALUES FOR
FREQUENCIES

I
2 3 11

TABLE OF VALUES FOR F(59)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

14

5 TOTAL

100.00

10C 00



57.09 5.26 I

TABLE OF VALUES FOR F(60)
FREQUENCIES

2 3 4 5 TOTAL

L_ 5
6

7 19

TABLE OF VALUES FOR F(60)
PERCENTS OF TOTAL OF THI (SUB)TABLE

2 3 4 5 TOTAL

[:126.32 31.50 36.04 5.26 100.00

TABU OF VALUES FOR F(61)
i-H*QUENCIES

1 3 4 5 TOTAL

TABLE OF VALUES FOR F(61)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4

19

5 TOTAL

I 5.26 5.26 26.32

TABLE OF VALUES FOR
FREQUENCIES

2 3

F(62)

4 5 TOTAL

2 11 5

TABLE OF VALUES FL1 F(62)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

19

2 3 4 5 TOTAL

5.26 10.53 57.09 26721 100.00

.46-2 4 7

100.00

239



TABLE OF VALUES FOR F(63)
FREQUENCIES

0

I

1 1

7

1

TOTAL

19

TABLE OF VALUES FOR F(63)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

0

2 4 5 5

5 3 4 4
I

2 4 5 C

I5.26 5.26 25.32 15.79 21.05 21.05 I

7 TOTAL

1

5.26 1 100.00

TABLE OF VALUES FOR F(64)
FREQUENCIES

1 2 3 4 5 TOTAL

1 6 4 5 3 j 19

TABLE OF VALUES FOR F(64)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4 5 TOTAL

I5.26 31.58 21.05 26.32 15.79 I

-4 7- 2 4 S

100.00

240



2 3

F(66)

4

100.00

5 TOTAL

1 2

241

3 4 TOTAL

TABLE OF VALUES FOR F(65)
FREQUENCIES

r 1 8 6 4
1

TABLE OF VALUES FOR F(65)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3

19

4 TOTAL

5.26 42.11 31.58 21.05

TABLE OF VALUES FOR
FREQUENCIES

1

5 2 9 3
1

TABLE OF VALUES FOR F(66)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

19

5 TOTAL

26.32 10.53 47.37 15.79

TABLE OF VALUES FOR
FREQUENCIES

2

1

6

F(67)

100.00

3 4 5 TOTAL

3 8 2
I

19

TABLE OF VALUES FOR F(67)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4 5 TOTAL

I31.58 15.79 42.11 10.53 I 100.00

-482 4



1

2
1

1 2 3 4 5

TABLE OF VALUES FOR F(68)
FREQUENCIES

1

1 3 5 7 3

TABLE OF UALUES FOR F(68)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4 5

[ 5.26 15.79 26.32 36.84 15.79 I

TABLE OF VALUES FOR
FRFOUENCIES

1

F(69)

2 3 4

r 1 1 13 1 3

TABLE OF UALUES FOR F(69)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1

TOTAL

19

TOTAL.

100.00

-

TOTAL

19

2 3 4 TOTAL

I5.26 5.26 68.42 5.26 15.79

TABLE OF VALUES FOR F(70)
FREQUENCIES

1 2 3

100.00

4 TOTAL

1

2 1 10 4

TABLE OF VALUES FOR F(70)
PERCENTS C. TOTAL OF THIS (SUB)TABLE

1 2 3 4

I10.53 5.26 52.63 21.05 10.53 I

-49-
or--u ,-,
f... ti

19

TOTAL

100.00

242



21.05 5.26 I

TABLE OF VALUES FOR F(71)
FREQUENCIES

1 2

2 2 8

TABLE OF VALUES FOR F(71)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2

I10.53 10.53 42.11

TABLE OF VALUES FOR F(72)
FREQUENCIES

1

0

6

1

3 2

2

3 4

2 s

3 4

10.53 26.32

3 4

1 4

TOTAL

10

TOTAL

1 100.00

7

T 2 1

TOTAL

19

TABLE OF VALUES FOR Fi72)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

0 1 2 3 4

5,i

5

I31.58 15.79 10.53 5.26

7 TOTAL

I10.53 1 100.00

-so- 251
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TABLE OF VALUES FOR F(73)
FREQUENCIES

2 3

1 2

TABLE OF VALUES FOR F(73)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3

I26.32 5.26 10.53

TABLE OF VALUES FOR
FREQUENCIES

F(74)

1 2

I5
1 2

TABLE OF VALUES FOR F(74)
PEACFNTS OF TOTAL OF THIS (SUB)TABLE

1 2

26732 5.26 10.53

TABLE OF VALUES FOR F(75)
FREQUENCIES

3 4

5 2 5

244

4 5 TOTAL

4 7 19

4 5 TOTAL

21.05 36.84 100 .00I

3 4 5 TOTAL

3 2 6 19

3 4 5 TOTAL

15.79 10.53 31.58 j 100.00

5 TOTAL

7 19

5 TOTAL

36.84 100. 00

TABLE OF VALUES FOR F(75)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4

26.32 10.53 26.32



I26.32 5.26 31.58 36.84 I

TABLE OF VALUES FOR F(76)
FREQUENCIES

2

5 1 2

TABLE OF VALUES FOR F(76)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2

26.32 5.26 IC 53

TABLE OF VALUES FOR
FREQUENCIES

F(77)

2

5 1 3

TABLE OF VALUES FOR F(77)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

TABLE OF
FREQUENCIES

2

26.32 5.26 15.79

VALUES FOR F(78)

3 4

5 1 6

3 4 5

245

TOTAL

5 2 4 19

3 4 5 TOTAL

26.32 10.!3 21.05 100.00

3 4 5 TOTAL.

5 2 3 19

3 4 5 TOTAL.

26.32 10.53 15.79 100.00

5 TOTAL

7 19

5 TOTAL

TABLE OF VALUES FOR F(78)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

3 4

25:)
-52-
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I
I
I
I
I
I
I
I
I
I
I
1

I
I
I
1

TABLE OF VALUES FOR F(79)
FREQUENCIES

1

1 2

3 1 2

TABLE OF VALUES FOR F(79)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

TABLE OF
FREQUENCIES

1 2

15.79 5.26 10.53

VALUES FOR

1

F(80)

2

3 2 3

3 4 5

246

TOTAL

193 8 2
I

3 4 5 TOTAL

15.79 42.11 10.53 j 100.00

4 5 TOTAL

9 2 19

4 5 TOTAL

47.37 10.53 100.00

3 4 5 TOTAL

2 6 2 19

3 4 5 TOTAL

TABLE OF VALUES FOR F(80)
PERCENTS OF TOTAL OF THIS (SUB)T3LE

1 2

10.53 15.79

TABLE OF VALUES FOR F(81)
FREQUENCIES

1 2

I3 1 5

TABLE OF VALUES FOR F(81)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2

42 5 '.t
-53-

100.00



TABLE OF VALUES FOR F(82)
FREQUENCIES

1 2

3 1 7

TABLE OF VALUES FOR F(82)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2

I15.79 5.26 36.84

TABLE OF VALUES FOR F(83)
FREQUENCIES

1 2

3 1 11

TABLE OF VALUES FOR F(83)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2

4 5 TOTAL

7 1 19

4 5 TOTAL

36.84 5.26.1 100.00

4 TOTAL

4 19

4 TOTAL

I15.79 5.26 57.89 --T-CWI]

TABLE OF VALUES FOR
FREQUENCIES

1

F(84)

2 TOTAL

3 15

TABLE OF VALUES FOR F(84)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 TOTAL

5.26 15.79 78.95 100. 00

255
-54-

100.00
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I5.26 15.79 52.63 10.53 15.79 I

1

1

1

1

1

TABLE OF VALUES FOR F(85)
FREQUENCIES

2 3 4 TOTAL

4 4 11 I 19

TABLE OF VALUES FOR F(85)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4

2 1 . 05 21.05 57.89

TABLE OF VALUES FOR F(86)
FREQUENCIES

0 1 2

1 3 10

TOTAL

100 . 00

3 4

2 3

TABLE OF VALUES FOR F(86)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

0 1 2 3 4

TABLE OF VALUES FOR
FREQUENCIES

2 3

F(87)

4

2 2 14 1

TABLE OF VALUES FOR F(87)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

2 3 4 5

10.53 10.53 73.68 5.26

256
-55-

TOTAL

19

TOTAL

100.00

TOTAL

19

TOTAL

248
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TABLE OF
FREQUENCIES

VALUES FOR F(88)

2 3 4 5 TOTAL

194 6 1

TABLE OF VALVES FOR F(88)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4 5 TOTAL

5.26 21.05 31.58 36.84 5.26 100 .00

TABLE OF VALVES FOR F(89)
FREQUENCIES

1 2 3 4 5 TOTAL

4 7 1 3 4 19

TABLE OF VALVES FOR F(89)
PERCENTS OF TOTAL OF THIS (SUB)TABLE

1 2 3 4 5 TOTAL

21.05 36.84 5.26 15.79 21.05 100.00

-56- 257
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All Data
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Figure 2
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Figure 3

Pre- and Post-Category Scores
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Figure 4
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Pre- and post-project culture item graphs by culture imm.
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Figure 7
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Pre- and Post-Soores
Supervision

254

Spanish Pre-test

Spanish Post-test
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Figure 9
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Evaluation graphs by evaluation category'.

Spanish Teachers Post-Survey:
Personal involvement in the Project

Figure 11

Spanish Teachers Post-Survey:
Supervisor's Support of the Project

4

Figure 12
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Spanish Teachers Post-Surway:
Full-day Team Building Workshop
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Spanish Teachers Post-Surmy:
Follow-up Sessions at the Schools
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Figure 14
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Spanish Teaching Post-Survey:
Poor Coaching
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Figure 16
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Spanish Tachsrs Post-Survw:
individualised Learning Plans
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Spanish Teachors Post-Survsy:
Curriculum Workships

Figure 18
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D. t-test results for teacher surveys
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T-test data

First Survey I Second Survey

Item Mean s. . Mean n s. . t-score

4.23 2 7 0 78 4 37 1 9 0.59 -0.6630
2 3.44 2 7 1.28 3 37 1 9 1.16 0.189
3 4.59 2 7 0 50 4.68 1 9 0.48 -0.6110

4.63 2 7 0.69 4 42 1 9 0.96 0.8643
4.18 2 7 0 83 4 00 1 9 0 88 0.7065

6 3 93 2 7 0 96 4.05 1 9 0 52 -0 4951
7 3.35 2 7 1.06 3.42 1 9 0.90 -0.2343
8 4.07 2 7 0.92 4.10 1 9 0.81 -0.1143
9 3.11 2 7 1.05 3.06 1 8 1.00 0.1594

1 0 4.44 2 7 0.50 4.21 1 9 0.63 1.3793
1 1 4.07 2 7 0.98 4.16 1 9 0.76 -0.3352
1 2 3.94 2 7 0 52 3 95 1 9 0 78 -0.0522
1 3 4.18 2 7 0 68 3.90 1 9 0 66 1.3917
1 4 4 26 2 7 0.66 4.21 1 9 0.79 0.2332
1 5 4.18 2 7 0.56 4.32 1 9 0 88 -0.6598
1 6 3 63 2 7 0 93 3 05 1 9 1.27 1.7900
1 7 3 62 2 6 0 85 3 32 1 9 0 88 1.1522
1 8 3 89 2 7 0 89 4.16 1 9 0 50 -1.1939
1 9 4.18 2 7 0 48 4.21 1 9 0.54 -0.1982
2 0 3 78 2 7 1.08 4.05 1 9 G 70 -0 9559
21 4.70 2 7 0.46 4.74 1 9 0.45 -0.2930
2 2 3.96 2 6 0.87 4.00 1 9 1.00 -0.1430
23 3.52 2 5 1.08 3.58 1 9 1.07 -0.1833
2 4 4.22 2 7 0.43 4 32 1 9 0.58 -0.6721
25 3.11 2 7 1.05 2 90 1 9 1.20 0 6296
2 6 4.11 2 7 0 80 4 06 1 8 0 80 0 2054
2 7 4.18 2 7 0 92 4.17 1 8 0.71 0 9390
2 8 2 96 2 7 1.22 3 50 1 8 0 79 -1.6572
2 9 2 63 2 7 0 97 2 50 1 8 0 92 0.4495
3 0 4 30 2 7 0.67 4.17 1 8 0 92 0 5488
3 1 4 00 2 6 0 94 3.61 1 8 0 98 1.3299
3 2 3 96 2 7 0.81 4.00 1 8 0.84 -0.1599
3 3 3.67 2 7 1.04 3.61 1 8 0.85 0.2034

2 6 J
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I

I

I
I
I

I
I

I
I

1

I
1

I
1

I

I First Survey [Second Survey -I

Item Mean n s. . I Mean s. . I t-score

3 4 3 22 2 7 L16 3.17 1 8 0 99 0.1499
3 5 4.22 2 7 0.51 3.94 1 8 0.42 1.9313
3 6 3.37 2 7 1.15 3 56 1 8 0.78 -0.6122
3 7 3.30 2 7 1.24 3.33 1 8 1.24 -0.0795
3 8 3 93 2 7 0 96 4.00 1 9 1.00 -0 2394
3 9 3 67 2 7 0 96 3.84 1 9 0 83 -0.6245
4 0 4.22 2 7 0.80 4.05 1 9 0 71 0.7426
4 1 3.78 2 7 0.75 3.89 1 9 166 _-0.5141
4 2 4.44 2 7 0 58 4.42 1 9 0.51 0.1209
4 3 3.04 2 7 1.26 3.05 1 c 1.31 -0 0261
4 4 4.11 2 7 0.58 4.05 1 9 0.41 0 3874
4 5 2.52 2 7 1.01 2.84 1 9 1.07 -1.0325

Note: All t-tests are non-significant at the .05 level.

0 ^-
4. t 1 4
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E. Teachers' workshop materials
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TEAK-BUILDING
PIER CORM=

Facilitator's Guide

272
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TEAM-BUILDING/PEER COACHING

Preview

OBJECTIVES: 1. explain the principles and practices of
team-building.

2. support each other in the implementation
of a continued team-building and peer
coaching structure.

3. develop and promote cohesion within the
team to enable successful practice sessions
of peer coaching.

AGENDA:

4. develop and utilize tools and techniques
for team-building and peer coaching within
the team. Some tools and techniques include:
problem-solving, communication skills, active
listening, coaching, feedback, and the
action-planning process.

1. Welcome and Introductione

2. Team-Building and Problem-Solving

3. Feedback

4. Active Listening

5. Peer Coaching and Communication Skills

6. Action Planning

1
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TIME SCHEDULE

8:00 - 8:30am /ntroductions/Goals for tiles day

8:30 - 10:00am Team-luilding
(15 minute leeway for discussion)

10:15 - 10:30am BREAK

10:30 - 11:30am Feedback

11:30 - 12:30pm LUNCH

12:30 - 1:15pm Active Listening
(Could be shortened with more time given to tb or
pc as necessary--if group wants to pursue an issue
or topic, you have the leeway to do so.)

1:15 - 4:00pm Peer Coaching

4:15 - 4:30pm MAK
4:30 - 5:00pm Review of Action Planning/Summary/Close

NOTE:

The tools which we supply to the participants to use in the
future must be given attent',on as designated. If the group
is familiar with the concepts, then prArhaps a quick review
is all that is necessary (as is our inclination with the
listening section). Without the proper use of the tools and
techniques we give them, the team-building and peer coaching
portions of the day can not be reinforced and may eventually
fall part after they leave the session. Therefore, the day
is loosely structured with a GUIDELINE for you to refer to
as far a5 timeframes are concerned. If participants want
more discussion time on a certain topic or have some
enlightening tips or stories to share with the t.,roup, we
should encourage this! Remember that sharing and "bonding,"
if you will, is also a large :art of the process we are
attempting to impart.

2
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TEAM-BUILDING/PEER COACSING

TRAINER NOTES

1. WELCOME AND INTRODUCTION TO THE TEAM-BUILDING AND PEER
COACHING SESSION. (30 minutes)

* Introduce self

* Facilitate a warm.l.p exercise that you arA comforcable
with. (10 minutes) Suggestion: Ask participants to
introduce themselves and add a sentence about 1) how long
they have been in the program, 2) how they got involved in
the program (if applicable), and 3) what they like about it.

* Give agenda and goals of the day. Participants may refiar
to objective:- of the day in t4eir workbooks on page i. (10
minutes)

Ask the participants what expectations they have of
this training. Write the responses on a flipchart.
Address the points one by one according to the day's
goals or give resources on where they can find more
information on a certain topic.

* Use connect-the-dot t,ercise. Ask participants to
complete the exiirci,e provided in their packet on page 2.
If they are familiar with the exercise, ask them not to tell
the other participants the strategy used. Give participants
a few minutes to complete, give the correct answer, and then
aiscuss. Participants will probably say that they thought
they had to stay within the Loundaries of the dots. Nothing
was said about that, but it was assumed by our tendency to
keep things neat, play by the rules and stay within bounds,
even when taose bounds are assumed, and are often only
dictatee by ourselves. Express your feeling that this is a
very limiting habit. Express your feeling that you would
like them to step out of their boundaries for tne day and
approach the content with an open mind...this will help to
set the appropriate stage for the day. (10 minutes)

3
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2. THE IMPACT OF TEAM-BUILDING ON THE SUCCESS OF
INDIVIDUALS AND THE TEAM. (10 minutes)

OBJECTIVES: For participants to be able to understand
f-le impact of this session and the impact it will have
Jn their future team success.

* Ask a few participants to describe an experience where
they rememb6r feeling part of a team. What impact did that
have on the project? What impact did that havA on their
motivation?

3. TEAM-BUILDING (90 minutes)

OBJECTIVES: Participants will be able to: 1.

identify and define the concept of a team approach, 2.
describe the interpersonal dynamics of a team, 3.
develop group cohesiveness and productivity.

* Give the participants a definition of a team and the
benefits of team building. Ask them to refer to the copy of
this in their workbook on page 3. Discuss issues and
facilitate discussion. (5-10 minutes)

TEAM--an energetic group of people who are committed to
achieving common objectives, who work well together and
enjoy dcing so, and who produce high quality results.
(Bob Nelson)

The Benefits of Team Building

: builds trust among the members
..eimates a productive atmosphere where all team members win

- provides support to each other
- builds bridges between members, thus closing the gaps that

may have been present
- provides synergy (the sum is greater than the parts)
- creates a sense of belonging
- creates commitment tc personal and professional goals

* If possible, stress the point to the group how important
it is that the teom SHARE COMMON GOALS for successful team-
building. Ask the group for agreement on this point.

* Ask the participants...Why do we use team-building
methods...or when should a team participate? Write the
responses on a flipchart. Some ideas follow: (5 minutes)

- When the group is working on important problems.
Eact: member has a stake in the problems.

4
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- The group he.s the power to do something about
the problems.
- Group members are functionally interdependent.

- No significant members are missing, or
unavailable for pursuing team work.

- The group feels pain or dissatisfaction...and
THERE IS CLEAR MOTIVATION TO PROCEED.

* Ask participants to jot down on page 4 of their workbooks
what they feel makes up a good team member. Give them a few
minutes to complete and than ask them what they thought.
Write the responses on a flipchart. Here are some
additional ideas. A good team member: (10 minutes)

- recognizes that team activities are not win/lose
situations. -

- strives for consensus on decisions, objectives and plans.
- openly hiNres feelings, opinions, and perceptions.
- has an open mind...sees other's point of view.
- involves others in decision-making.
- commits to and understands the team's objectives
- shows genuine concern and support for others.
- encourages and appreciates comments regarding his/her own
behavior.
- takes responsibility for problems personally.
- utilizes the new ideas and suggestions of others.
- acknowledges and respects individual differences and
values.
- utilizes active listening and gives feedback.
- openly acknowledges conflict and confrontations.
- gets others involved in the issues.

5
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* Ask the group to complete page 5 in their workbooks by
writing down phrases that they feel limit or inhibit
creativity. Give an example, ask for their opinions, write
the responses on a flipchart and discuss. Here are some
ideas: (10 minutes)

- We don't have the time.
- Don't be ridiculous.
- Let's wait and see.
- We've tried that before.
- Let's sleep on it.
- We're not reedy for it.
- Why change it? We're doing o.k. now.
- We're too big (or small) for it.
- We've never done that before.
- Don't move too fast.
- It won't work for our field.
- Here we go again.
- Nobody else would agree to that.

Facilitator Note: The point of this: sometimes we are
our own worst enemies in limiting ourselves and our
potential. When %-.eam-buildinq processes are being
used, some of the same principles apply as with
brainstorming. It is important to remember that
people's ideas cannot be repeatedly shot down. They
will stop making suggestions and growth will naturally
cease. The team effort involves support and should not
be allowed to be a playground for negativism.

* Elicit responses from the group that are door openers to
the problem-solving process. Write the responses on a
flipchart. Here are some suggestions. (10 minutes)
- Would you like to talk about it?
- Can I be of any help with this problem?
- I'd be interested to hear how you feel about it.
- Would it help to talk about it?
- Sometimes it helps to get it off your chest.
- I'd sure like to hcalp if I can.
- Tell me about it.
- I've got the time if you have. Want to talk?

Stress to the group that this is important to team
problem-solving. When we stew over dilemmas, we
can get backed into corners. Discussing it with
other team menbers can open doors we may have
overlooked. GROUP COHESIVENESS is the key to
successful team-building and this will help the
team to grow.

6
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* Tell the participants that they have an exercise on page 6
of their workbooks on group problem-solving called the "Shoe
W:ore." Tell the group that they are about to perform a
group task in solving a mathematical problem. They are to
arrive at consensus. Urge the participants ta pay attention
to how the group arrives ar. the conclusion, so that they can
later discuss the process they observed. (30 - 45 minutes)

Divide the participants into groups, and ask them to read
the scenario. When their group reaches a concluzion they
raise their hands. The facilitator asks if all are in
agreement, asks one member tc explain the answer and how
they reached it. Continue until they have reached the right
answer (if reasonable).

SHOE STORE

A man went into a shoe store to buy a twelve-dollar pair of
shoes. He handed the clerk a twenty-dollar bill. It was
early n the day, and the clerk didr't have any one-dollar
bills. He took the twenty-dollar bill and went to the
restaurant next door, where he exchanged it for twenty one-
dollar bills. He then gave the customer his change. Later
that morning the restaurant owner came to the clerk and
said, "This is a counterfeit twenty-dollar bill." The clerk
apologized profusely, and took back the phoney bill and gave
the restaurant owner two good ten-dollar bills. Not
counting the cost of the shoes, how much money did the shoe
stora lose?"

Answer: $8.00

DISCUSSION: The facilitator discusses the communication by
focusing on behaviors, such as:
- - Reacting negatively to the phrase "mathematical problem"
and establishing artificial constraints.
- - Leaving the problem-solving to experts in the group.
-- Adopting pressuring tactics in reaching consensus.
-- Revealing anxiety feelings generated by observing groups
who had reached the correct conclusion early.
- - Using "teaching aids" in convincing others (scraps of
papers, visuals, real money).
- - Feeling distress if a wrong conclusion is reached.
- - Using listening checks and other communication-skills
techniques. (Remind participants that this will be covered
in-depth later in the day.)
- - Refusing to set aside personal opinion in order to reach
consensus.

7



4. GIVING AND RECEIVING FEEDBACK (one hour)

OBJECTIVES: Participants will be able to: 1. define
feedback and determine what it is, 2. identify the proces3
on how to receive feedback, 3. discuss the framework for
giving constructive feedback, 4. perform an exercise which
demonstrates the art of giving and receiving feedback.

* Begin by discussing what feedback is. Participants have
'this chart in their workbook on page 7. (20 minutes)

Feedback is:

1. Given with care.

2. Properly motivated.

3. Given with attention.

4. Invited.

5. Nonevaluating.

6. Fully expressed.

7. Timed.
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Feedback must be given with care to
be useful. Concern should be felt
for the recip.:ent.

Your motives must be honest and
should not be contaminated by the
history of your relationship.
Beware of how you are feeling and
why you are experiencing that
feeling.

It is important to pay attention to
what you are doing when giving
feedback. Try to predetermine the
consequences and anticipate how the
person will react. Give feedback
in a way that opens up dialogue.

Feedback has its greatest impact
when it is requested. The
recipient should then explore
further areas of concern as a
result of receiving feedback.

Any kind of judgment brings on
defensiveness.

Feelings, as well as facts, must be
explored and expressed in order to
allow the recipient to understand
fully the impact of his/her
behavior.

The person must be willing to hear
and accept feedback. The closer
feedback happens in relation to the
behavior, the more useful it is yn
the person.



S. Specific.

9. Likely to change
the person.

ln. Useful in breaking
self-defeating
behavior.

11. A stimulator of
defensiveness.

12. In need of being
checked/clarified.

13. Two strokes for
each poke.
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Feedback is descriptive of
observable behavior or feelings. -

Feedback is most likely to change
the person if the person can do
something about the weakness.

Awareness of one's shortcomings is
needed before one can begin to
change.

It is natural for people to feel
defensive when hearing negative
feedback. When you feel the need
to be defensive, be sure that you
make the other person aware that
you know you are being defensive.

Explore the question of whether you
have been effectively heard. Ask
other members of your group/team if
they share the same perception.

Both positivl and constructive
comments shralld be given. When
positive st.okes are given, one
questions the validity of them. If
only negative strokes are given,
one tends to become defensive. One
is able to hoar and receive
feedback best when there are more
positive than negative strokes.

591.44-12
PAri ;40*.---

fAe " °74.
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* Review the "Receiving
participants (page 9 of

1. Listen carefully.

2. Be open.

3. Be open, not
defensive.

4. Paraphrase what
you've heard.

5. Evaluate results.

6. Be proactive.
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Feedback Requirements" with
their workbooks): (15 minutes)

Be aware of how you are feeling and
why you are experiencing that
feeling. If these feelings bring
defensiveness, be sure to make the
other person aware that you know
you are being defensive.

Be willing to hear and accept
feedback. B. aware when it
resonates with reality regardless
of the source. Your reception must
be clear and Should not be
influenced by the history of your
relationship.

It is natural for people to feel
defensive Shen hearing negative
feedback. Defensiveness impedes
the process. Be willing to explore
further areas of concern as
result of receiving feedback.

Paraphrase what you think you hear
to check/clarify your perceptions.
Ask questions for further
clarification and ask for specific
exseples in those areas which are
uncl4ar or in which disagreement
existo.

Carefully evaluate the accuracy and
evaluate what you have heard. Ask
other members of your group/team if
they share the same perception.

Do not overreact. One of the main
objectives of a helping
relationship is to defeat self-
defeating behavior. Awareness of
your shortcomings is needed before
you can begin to change. When
desired, modify your behavior in
suggested directions and then
evaluate the outcomes.

10
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*Feedback Framework/Exercise (30 minutes)

Divide the group into twos (have one group nf three if
necessary), and ask them to pick a topic o, terest and
give feedback based on the framework that is listed below TO
EACH OTHER on that topic. One person starts, the process is
carried out, and the roles are reversed. The facilitator
notes the interaction. Encourage participants to follow the
points discussed above and to follow the "framework for
giving constructive feedback" that follows. Encourage
participants to practice using the questions effectively and
exhibiting the proper body language and tone as well. Ask
them to make mental notes of specifics for the discussion
following the experience. A copy of this is in their
workbook on page 10 for them to refer to.

1. State the constructive purpose of your feedb.Ack.

2. Describe specifically what you have observed.

3. Describe your reactions.

4. Give the other person the opportunity to respond.

5. Offer specific suggestions.

6. Check other person's perspective.

7. Summarize and express your support.

Following the exercise, the facilitator leads a discussion,
"How did you feel during the exercise...comments...etc."

It
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5. ACTIVE LISTENING SKILLS (45 m!_nutes)

OBJECTIVES: Participants will be able to: 1. identify
listening skills that are appropriate, 2. modify their
communication styles in order to encourage others to listen
to them, 3. improve their listening skills by implementing
the techniquew discussed.

* ACTIVE LISTENING says "You are important to me."
- -What you think
----How you feel
- -What you need
- -What you want

...We must understand and accept the above as real.

* ACTIVE LISTENING SKILLS
- - Use clarifying questions to be sure you understand.
- - Paraphrase what you think you heard.
- - Use summarizing, neutral and reflective statements.
- - Use questions effectively to:

discover, identify problems invite dficisions and
commitments, add information, reduce tensions, prevent
conflicts, insure involvment, require thinking,
reflect aztive listening, trust and respect.

* Ask the participants what they feel are some methods they
could practice which would improve their listening skill.
Write the responses on a !lipchart.

* Tell the participants that in their workbook (page AA) are
effective methods to improving listening skills. Elaborate
on the concepts as necessary.

- - Search for something you can use: find areas of common
interest.
- - Take the initiative. Find out ohat the talker knows; go
all the way to make the communication two-way. Show
interest by using phrases like, "Really, you did," "Oh, I
see," etc.
- - Work at listening, Practice listening enersacically; it
takes practice.
-- Focus your attention on ideas. Listen for the central
ideas.
- - Take meaningful notes for a brief record of the
discussion. It can be used for review or referral in 'Ater
conversations.

32
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- - Resist external distractions. Move to a quiet place if
needed.
-- Hold your rebuttal: Watch out for hot buttons. Don't
let the high-emotion words throw you.
-- Keep an open mind: Ask questions to clarify for
understanding. Do not jump to conclusions or make
judgments.
-- Capitalize on thought speed: Summarize. Develop your
concentration on the immediate listening situation.
- - Practice regularly.
- - Analyze what is being said nonverbally.
- - Evaluate and be critical of content, not the speaker's
delivery.

* Review the checklist with participants:

A CHECKLIST

BODY/TONE/WORDS
"What you are thunders so loudly, cannot hear what you
say." Emerson
We are judged more by actions (body movements, voice tone)
than words. Although content is important, you need to pay
attention to your nonverbal signals and your voice quality.
Researa shows that lilteners place more emphasis on body
and tone than words. Wlen body communicates one message and
words another, the body 4s considered to be telling the
truth. When words contra'i,:t tone, the tone is far more
revealing.

EXAMPLE: "He did not s.1, he robbed the bank." Say
this sentence several times with the emphasis on different
words and see how the meaning of the sentence completely
changes.

THE STOP RULE
When you ask a question STOP, after you ask the question.
Do not rush to fill the silence. Some people need time to
think to respond. allow the other person to begin...do not
jump in with what you think s/he is going to say.

THE 80/20 RULE
During one-on-one conversation, strive to limit your
speaking to 20 percent and actively listen the remaining 80
percent. You will learn so much more, be a much more
effective coach, and people will reveal themselves to you.
Use your 20 percent to pose thoughtful questions.

13
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P.:nR LISTENERS

- - interrupt in an untimely manner
-- jump to conclusions
- - are inattentive
-- keep poor posture
- - change the subject abruptly
-- are impatient or in a hurry
-- prefer to talk
-- feel that the information is irrelevant or uninteresting

GOOD LISTENERS

-- use eye contact
-- ask questions to clarify a message
-- do not rush others
- - pay close attention
- - appreciate the power of silence
-- allow angry speakers to Wow off steam
- - distinguish between facts and opinions
-- listen for understandins and meaning, not agreement.

Good listeners do not assume they know what the speaker is
going to say, and they do not jump in and attempt to finish
the sentence for him or her!

(There are lots of exercises that can be used here, but I
don't think it's necessary in this section. There is a lot
of material to cover throughout the day.)

286
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6. PEER COACHING (two hours and 45 minutes)

OBJECTIVES: Participants will be able to: 1. use
coaching as a communications tool, 2. describe the
importance of coaching to this team, 3. identify the
key behaviors for effective coaching, 4. describe and
demonstrate the application of coaching behaviors.

* Review the ''communications as a process" section in
coaching materials chapter 2, including: The sender wants
to communicate an idea and encodes a message. The message
is transmitted; the receiver must decods the message. In
order to determine if the sender's message is in the mind of
the receiver, the feedback phase is used, as was just
discussed. (20 minutes)

Ask participants to refer to the diagram on page
13 of their workbooks when discussing the process.

THE COMMUNICATION PROCESS

Encode

2

Feedback Thought

6

Transmit

15

Decode

I.
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* Show VIDEOTAPE on coaching skills and discuss. (There are
note pages in the back of their workbooks thay may use for
notes.i (30 minutes to one hour depending on discussion)

* Ask participal.cs to complete the exercise called °What's
it take to be an effective coach" on pagf 14 of their
workbooks. Ask participants to share their responses and
write the responses on a flipchart. Discuss. Scare possible
addWons follow: (10 minutes'

TRAITS AND CHARACTERISTICS OF A GOOD COACH

shcws personal interest
shows trust and confidence in people
stands behind others (backs them up, goes to bat)
practices good listening techniques
is sympathetic and understanding
gets the facts before jumping to conclusions
is patient
is objective NOT subjective
is firm but fair
makes others feel comfortable
is humble
is open and honest
doesn't pull surprises

* Ask participants to share their experiences of times whn
they admired a "coach" they may hag,. had. Write some of the
instances given on a flipchart. Here are some more: (10
minutes)

OCCASIONS WHEN COACHES WERE ADMIRED

when making corrections
when giving assignments/directions/orders
when seeki74 suggestions
when solving conflicts
during meetings
in casual conversation!!

* Ask the group what career functions and psychological
functions peer coaching relationships have. Suggestions:
(10 minutes)

CAREER FUNCTIONS
information sharing
carecr strategizing
job-related feedback

PSYCHOLOGICAL FUNCTIONS
confirmation
emotional suppQrt
personal feedback
friendship

16
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* State to the group that you recognize that they are a
subculture within a larger culture; a small group within the
a larger group; or a school within a school. (5 minutes)

* Tell them to turn to page 15 in their workbooks on "Peer
Coaching Principles." State to the group that you believe
that if they work with the following principles, they will
evolve into a stronger ani more effective ttam. Discuss
each principle with the group and if they want to take notes
about the discussion, there are spaces provided. Ask
participants for their experiences as you discuss each one:
(30 minutes)

a. Concentrate on creating a reputation for being
cooperative and working for the benefit of the school
and the benefit of the students. Recognize that you
and your team are part of a larger organization. When
you cooperate with others, it is more likely they will
be willing to cooperate with you.

b. Recognize the ability of your peers. Be fair in
your praise of others' abilities and do not view all
situations as a personal competition. By being fair,
this will give you a reputation for being objective and
allow you to be seen in a good light so others will be
more receptive to your ideas and opinions.

c. Give pzaise only when it is due. Do not be phony.
When a situation does not deserve praise, do not invent
it. Allow the facts to speak for themselves so that
you can remain objective. Do not confuse the
individual with praise and fault-finding comments in
the one breath.

17
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d. Be available for one another. Be a sympathetic
listener and coach for each other. Sometimes others'
needs may come ahead of your own schedule. This action
will reinforce the team effort. Being available also
means within reason. You have to keep each other in
check so that you are not taking advantage of each
other. By helping others, they will do the same for
you.

e. Encourage each other to prepare for advancement.
Help each other in staying on target with career goals
and the individuals learning plans. SUPPORT each
other's efforts.

f. Have respect for the feelings of all of your peers.
Objectivity does not mean you act with no feelings.
Focus on the work to be done, the goal of the team and
recognize the feelings that are present.

g. Express interest and compassion in other's views
even if you do not agree. A good coach looks at all
things from every angle and that includes the view you
do not like or may not agree with. You may see the
situation differently, but you have to be willing to
understand where other people are coming from. The
more clearly you see their view, the more open and
honest you can be when expressing your own view.

h. St..dy one another. The more you know about one
another, the better you can be in helping, developing
and coaching one another.

18
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*Discuss the principles and examples of the TRANSACTIONAL
ANALYSIS section -- Chapter 9 in the coaching materials
which is included as an addendum to this guide.
(Each facilitator can address this material according to his
or her own style and preference.) (30 minutes)

19
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* PEER COACHING EXERCISE: (45 minutes total)

Divide the group into pairs. Have each participant identify
one task for which they would be responsible for playing the
role of a coach. Next, have them individually prlpare for a
role play of the coaching session with their partner...WHILE
CONSCIOUSLY INCORPORATING THE PRINCIPLES DISCUSSED! (20
minutes)

Encourage them to use the notes they took on peer coaching
principles during the role play. After the first role play,
with one participant acting as coach and the other as peer,
have the recipient of the coaching give reactions and
feedback using the principles discussed during the feedback
session. Then have the pair rotate roles so that each
participant has the opportunity to play the role of coach.

If possible, observe various role plays in action so that
during your summary you can emphasize effective behaviors
you saw demonstrated and poteLtial areas for development.

Suggested discussion questions: (20 minutes)

1. What was the most difficult aspect of preparing for the
coaching session? for conducting the session?

2. How do severe time constraints affect the role of
coaching? Do other peer roles take precedence over
coaching?

3. What suggestions could you devise for your specific
situation of peer coaching?

2' '
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7. APPLYING THE ACTION PLANNING PROCESS

OBJECTIVES: Participants will be able to: 1. establish
goals which are measurable (individuals can work on their
own personal goals, or they may work on the goals of the
group), 2. apply the Action Planning Process to the
established goals, 3. share the action plans developed by
individuals and teams within the group.

GIVE THIS A BRIEF OVERVIEW AS A REVIEW OF THEIR ILPs.
(15-20 minutes)

* Review the Action Planning Process.
Tell participants that this information will assist them in
developing Action Plans which make the best use of their
personal skills and interests, and will help them make
optimal use of their time.

Begin by reviewing the seven steps in the process. Have
the diagram prepared on a flipchart; participants can refer
to the diagram on page 17 of their workbooks, as well.

21



DIAGRAM: THE ACTION PLANNING PROCESS

Begin Work --> --> -->

A Vision

Monitor and Evaluate Action Plan

Implement the Action
Plan

Define a Goal

Assess Current
Status

Define
Obstacles

286

Develop the Action Plan Rank Order Obstacles
and Delegate Responsibility

22
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ACTION PLANNING PROCESS

1. Creating a vision. A vision statement is a written
statement of intention and direction which articulates the
future. You may want to work with individuals to write
their personal vision statement of their school program.

2. Establishing goals. The goals must be based upon and
aligned with the direction of the vision statement. They
should be clear, measurable statements of what it is they
intend to accomplish. By definition, they are more short-
term and specific to current situations than vision
statements.

3. Assessing current status. Once a goal has been defined,
the team must asseel where it is in relation to thc goal.
Making a reliable assessment of where the team (or
individual) is vis-a-vis the goal is its best insurance for
developing an effective action plan.

4. Defining obstacles. For each goal that is defined, it
is necessary to determine what obstacles stand in the way of
the team (or individual) getting from where it is at the
present to obtaining tne goal. Once all the obstacles have
been identified, they must be rank-ordered with the rlst
significant obstacle first--in terms of its impact on
obtaining the goal--the next most significant obstacle
second, etc.

5. Action pl nning and delegating responsibility. Each
identified c" :acle requires a plan for addressing and
eliminating The plan is developed by the individual or
the team, and it must include who is responsible for what
actions and when the plan will be accomplished.

6. Implementing. This refers to actually carrying out the
agreed-upon action plan.

7. Monitoring the progress of the action plan. The final
phase of action planning involves the team (ot the
individual) determining how it is going to monitor and
evaluate the progress of the implementation of the plan, and
who is responsible for this.

NOTES: If the goal is not reached, it is possible
that:
1. It could have been broken into smaller parts.
2. Other obstacles can appear, then re-evaluate and
devise a plan to overcome it.
3. If you cannot overcome the first obstacle, move to
next one and come back to the problem one later ..THAT
IS OKAY!!

23
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POINTS TO MAKE CLEAR:

- -The action planning process requires perseverance,
determination, and a commitment to achieve the vision
(future).

- -Start from what CAN be...not what cannot be --
therefore, always begin action planning trom a vision,
or a higher, greater goal that can be broken down into
smaller goals for the process.

* Encourage participants to use this tool in all facets of
their lives. It is a very effective tool and can keep you
on course for all your goals whether personal, professional
or group goals.
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WORKSHEET: ACTION PLANNING

GOAL:

CURRENT STATUS'

OBSTACLES:

PLAN FOR OVERCOMING OBSTACLE #

WHO IS RESPONSIBLE:

PROJECTED COMPLETION:

METHOD OF EVALUATING PROGRESS OF THE PLAN:

DATE GOAL ACHIEVED:

EVALUATION OF THE ACTION PLAN:

25
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TEAK-WILDING
PEER COACHING

Participant's Guide

2 S 3
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TEAM-BUILDING/PEER COACHING

Preview

OBJECTIVES: Participants will be Able to:

1. explain the principles and practices of
team-building.

2. support each other in the implementation
of a continued team-building and peer
coaching structure.

3. develop and promote cohesion within the
team to enable successful practice sessions
of peer coaching.

4. develop and utilize tools and tech.zigues
for team-building and peer coaching within
the team. Some tools and techaigues include:
problem-solving, communication skills, active
listening, coaching, feedback, and the
action-planning process.

AGENDA; 1. Welcome and Introductions

2. Team-Building and Problem-Solving

3. Feedback

LUNCH

4. Active Listening

5. Peer Coaching and Communication Skills

6. Action Planning

1

2:1



CONNECT THE DOTS

Instructions:

- -Use 4 straight lines to connect all 9 dots

- -Lines must be continuous (pencil should not leave the
paper)

2
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TEAM-BUILDING

TEAM- an energetic group of people who are committed to
achieving common objectives, who work well together and
enjoy doing so, and who produce high quality results.
(Bob Nelson)

The Benefits of Team Building

- builds trust among the members

- creates a producti7e atmosphere where all team members win

- provides support to each other

- builds bridges between members, thus closing the gaps that
may have bee present

- provides synergy (the sum is greater than the parts)

- creates a sense of belonging

- creates commitment to personal and professional goals

3
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QUALITIES OF A GOOD TEAM MEMBER

4

3 0 2
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PHRASES THAT LIK2T OR INHIBIT CREATIVITY

5

3
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SHOE STORE

A man went into a shoe store to buy a twelve-dollar pair of
shoes. He handed the clerk a twenty-dollar bill. It was
early in the day, and the clerk didn't have any one-dollar
bills. He took the twenty-dollar bill and went to the
restaurant next door, where he exchanged it for twenty one-
dollar bills. He then gave the customer his change. Later
that morning the restaurant owner came to the clerk and
saW, "This is a counterfeit twenty-dollar bill." The clerk
apologized profusely, and took back the phoney bill and gave
the restaurant owner two good ten-dollar bills. Not
counting the cost of the shoes, how much money did the shoe
store lose?"

6
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Feedl.ack is:

1. Given with care. Feedback must be given with care to
be useful. Concern should be felt
for the recipient.

2. Properly motivated. Your motives must be honest and
should not be contaminated by the
history of your relationship.
Beware of how you are feeling and
why ynu are experiencing that
feeling.

3. Given with attention. It is important to pay attention to
what you are doing whn giving
feedback. Try to predetermine the
consequencs and anticipate how the
person will react. Give feedback
in a way that opens up dialogue.

4. Invited. Feedback has its greatest impact
when it is requested. The
recipient should then explore
further areas of concern as a
result of receiving feedback.

5. Nonevaluating.

6. Fully expressed.

7. Timed.

8. Specific.

9. Likely to change
the person.

Any kind of judgment brings on
defensiveness.

Feelings, as well as facts, must be
xplored and expressed in order to
allow the recipient to understand
fully the impact of his/her
behavior.

The person must be willing to hear
and accept feedback. The closer
feedback happens in relation to the
behavior, the more useful it is to
the person.

Feedback is descriptive of
observable behavior or feelings.

Feedback is most likely to change
the person if the person can do
something about the weakness.

10. Useful in breaking Awareness of one's shortcomings is
self-defeating needed before one can begin to
behavior. change.

7
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11. A stimulator of It is natural for people to feel
defensiveness, defensive when hearing negative

feedback. When you feel the need
to be defensive, be sure that you
make the other person aware that
you know you are beins defensive.

12. In need of being Explore the question of whether you
checked/clarified, have been effectively heard. Ask

other members of your group/team if
they share the same perception.

13. Two strokes for Both positive and constructive
each poke. comments should be given. When

positive strokes are given, one
questions the validity of them. If
only negative strokes are given,
one tends to become defensive. One
is able to hear and receive
feedback best when there are more
positive than negative strokes.

8
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WHEN RECEIVING FEEDBACK:

1. Listen carefully. Be aware of how you are feeling and
why you are experiencing that
feeling. If those feelings bring
defensiveness, be sure to make the
other person aware that you know
you are being defensive.

2. Be open. B. willing to hear and accept
feedback. Be aware when it
resonates v:ith reality regardless
of the source. Your reception must
be clear and should not be
influenced by the history of your
relationship.

3. Be open, not It is natural for people to feel
defensive, defensive when hearing negative

feedback. Defensiveness impedes
the process. Be willing to explore
further areas of concern as a
result of receiving feedback.

4. Paraphrase what
you've heard. Paraphrase what you think you hear

to chock/clarify your perceptions.
Ask questions for further
clarification and ask for specific
examples in those areas which are
unclear or in which disagreement
exists.

5. Evaluate results. Carefully evaluate the accuracy and
evaluate what you have heard. Ask
other members of your group/team if
they share the same perception.

6. He proactive. Do not overreact. One of the main
objectives of a helping
relationship is to defeat self-
defeating behavior. Awareness of
your shortcomings is needed before
you can begin to change. When
desired, aodify yonr behavior in
suggested directions and then
evaluate the outcomes.

9
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FRAMEWORK FOR GIVING CONSTRUCTIVE FEEDBACK

1. State the constructive purpose of your feadback.

2. Describe specifically what you have observed.

3. Describe your reactions.

4. Give the other person the opportunity to respond.

5. Offer specific suggestions.

6. Check other person's perspective.

7. Summarize and express your support.

10.
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TECHNIQUES FOR IMPROIING YOUR LISTENING SKILLS

-- Search for something you can use: find areas of common
interest.

-- Take the initiative. Find out what the talker knows; go
all the way to make the communication two-way. Show
interest by using phrases like, "Really, you did," "Oh, I
see," etc.

- - Work at listening. Practice listening energetically; it
takes practice.

- - Focus your attention on ideas. Listen for the central
ideas.

-- Take meaningful notes for a brief record of the
discussion. It can be used for review or referral in later
conversattions.

- - Resist external distractions. Move to a quiet place if
needeJ.

- - Hold your rebuttal: Watch out for hot buttons. Don't
let the high-emotion words throw you.

- - Keep an open mind: Ask questions to clarify for
understanding. Do not jump to conclusions or make
judgments.

- - Summarize. Develop your concentration on the immediate
listening situation.

Praictice regularly.

-- Analyze what is being said nonverbally.

-- Evaluate and be critical of content, not the speaker's
delivery.

11
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A CHECKLIST

BODY/TONE/WORDS
"What you are thunders so loudly, I cannot hear what you
st171." Emerson

EXAMPLE: "He uid not say he robbed the bank."

THE STOP RULE

THE 80/20 RULE

POOR LISTENERS

- - interrupt in an untimely manner
- - jump to conclusions
- - are inattentive
- - keep poor posture
- - change the subject abruptly
- - are impatient or in a hurry
- - prefer to talk
- - feel that the information is irrelevant or uninterestiLg

GOOD LISTENERS

- - use eye contact
- - ask questions to clarify a message
- - do not rush others
- - pay close attention
- - appreciate the power of silence
- - allow angry speakers to blow off steam
- - distinguish between facts and opinions
- - listen for understanding and meaning, not agreement.

Good listeners do not assume they know what the speaker is
going to say and they do not jump in and attempt to finish
the sentence for them!

12

3
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What's it take to be aa effective coach?

14

31,
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PEER CoACHING PRINCIPLES

a. Concentrate on creating a reputation for being
cooperative and working for the benefit of the school
and the benefit of the students. Recogniz3 that you
and your team are part of a larger organization. When
you cooperate with others, it is more likely they will
be willing to cooperste with you.

b. Recognize the ability of your peers. Be fair in
your praise of others' abilities and do not view all
situations as a personal competition. By being fair,
this will give you a reputation for being objective and
allow you to be seen in a good light so others will be
more receptive to your ideas and opinions.

c. Give praise only when it is due. Do not be phony.
When a situation does not deserve praise, do not inven::
it. Allow the facts to speak for themselves so that
you can remain objective. Do not confuse the
individual with praise and fault-finding comments in
the one breath.

d. Be available for one another. Be a sympathetic
listener and coach for each other. Sometimes others'
needs may come ahead of your own schedule. This action
will reinforce the team effort. Being available also
means within reason. You have to keep each other in
check so that you are not taking advantage of each
othar. By helping others, they will do the same for
you.

15.
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e. Encourage each other to prepare for advancement.
Help each other in staying on target with career goals
and the individuals learning plans. SUPPORT each
ot'-er's effo.:ts.

f. Have respect for the feelings of all of your peers.
Objectivity does not mean you act with no feelings.
Focus on the work tQ bat done, the goal of the team and
recognize the feelings that are present.

g. Express interest and compassion in other's views
even if you do not agree. A good coach locks at all
things from every angle and that includes the view you
do not like or may not agree with. You may see the
situation differently, but you have to be willing to
understand where other people are coming from. The
more clearly you see their view, the more open and
honest you can be wnen expressing your own view.

h. Study one another. The more you know about one
another, the better you can be in helping, developing
and coaching one another.

16
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DIAGRAM: TEA ACTION PLANNING PROCESS

A Vision

Begin Work --> --> Define a Goal

Monitor and Evaluate Action Plan Assess Lurrent
Status

Implement the Action Plan
Define
Obstacles

Develop the Action Plan Rank Order Obstacles
and Delegate Responsibility

17
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ACTION PLANNING PROCESS

1. Creating a v4.sion. A vision statement is a written
statement of intention and direction which articulates the
future. You may want to work with individuals to write
their perso:lal vision statement of their school program.

2. Establishing goals. The goals must be based upon and
aligned with the direction of the vision statement. They
should be clear, measurable statements of what it is they
intend to accomplish. By definition, they are more short-
term and specific to current situations than vision
statements.

3. Assessing current status. Once a goal has been defined,
the team must assess where it is in relation to the goal.
Making a reliable assessment of where the team (or
individual) is vis-a-vis the goal is its best insurance for
developing an effective action plan.

4. Defining obstacles. For each goal that is defined, it
is necessary to determine what obstacles stand in the way of
the team (or individual) getting from where it is at the
present to obtaining the goal. Once all the obstacles have
been identified, they must be rank-ordered with the most
significant obstacle first--in terms of its impact on
obtaining the goal--the next most significant obstacle
second, etc.

5. Action planning and delegating responsibility. Each
identified obstacle requires a plan for addressing and
eliminating it. The plan is developed by the individual or
the team, and it must include who is responsible for what
actions and when the plan will be accomplished.

6. Implementating. This refers to actually carrying out
the agreed-upon action plan.

7. Monitoring the progress of the action plan. The final
phase of action planning involves the team (or tne
individual) determining how it is going to monitor and
evaluate the progress of the implementation of the plan, and
who is responsible for this.

18
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WORKSHEET: ACTION PLANNING

GOAL:

CURRENT STATUS:

OBSTACLES:

PLAN FOR OVERCOMING OBSTACLE if

WHO IS RESPONSIBLE:

PROJECTED COMPLETION:

METHOD OF EVALUATING PROGRESS OF THE PLAN:

DATE GOAL ACHIEVED:

EVALUATION OF THE ACTION PLAN:

19
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WORKSHEET: ACTION PLANNING

GOAL:

CURRENT STATUS:

OBSTACLES:

PLAN FOR OVERCOMING OBSTACLE #

WHO IS RESPONSIBLE:

PROJECTED COMPLETION:

METHOD OF EVALUATING PROGRESS OF THE PLAN:

DATE GOAL ACHIEVED:

EVALUATION OF THE ACTION PLAN:

20.
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WORABEEET: ACTION PLANNING

GOAL:

CURRENT qTATUS:

OBSTACLES:

PLA: FOR OVERCOMING OBSTACLE #

WHO IS RESPONSIBLE:

PROJECTED COMPLETION:

MEmHOD OF EVALUATING PROGRESS OF THE PLAN:

DATE GOAL ACHIEVED:

EVALUATION OF THE ACTION PLAN:

21
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F. Individualized Learning Plan (ILP) worksheets
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Spanish Project: Individualized Learning Plan

As a participant in the enrichment program for teachers involved in the
Spanish environment, you will have the opportunity to do an
Individualized Learning Plan (ILP) and to meet individually with s mentor
from the University of Minnesota consulting team for liscussion and
feedback. The purpose of this activity is to help you develop
professionally in a planned way that gives you control over the process
rather than just having it happen.

These meetings will be scheduled with you for about one hour during the
week of December 11th or the week of December 18th. There is a sign-
up sheet provided for you to check off possible times you would be
available to meet in December. Further followup will occur during the
year in the two-hour sessions after the monthly teambuilding workshops.

*

ILP sheets are attached. Please use them to help you think through the
process of your career growth goals and the resources you will need to
accomplish them. Fee: free to use an extra sheet of paper if you need it.
Bring 4:iis plan. along with your questicns and concerns, to your
scheduled meeting in December.

Use the following questions to guide your thoughts about your learning
needs and goals as you work through your ILP.

Where do I want to be in terms of my career growth five years from
now? two years from now? one year from now?
What are my present strengths that will help me reach my goals:

- abilities?
- interests?
- personal characteristics (e. g., energy level, self-discipline,

attitude. etc.)?
What are my limitations (e.g.. finances, family needs, time, health.
friends. etc.)?
How reasonable are my goals. i.e.. do I believe I can/will achieve
them?
What effects might my goals have on my family? my life style?
What developmental help will I need to reach my goals?
What developmental activities will help me reach my goals?
What knowledge, skills, and/or abilities will I need to develop in
order to achieve my goals?
What help will I need for achieving my learning goals?
Where will I get the help I need?
What are my resources (e.g.. self-study. inservice. workshops. travel.
university/college courses, programmed study. etc.)?
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Spanish Project: Individualized Learning Plan

Please use this tnuentoru sheet to help uou in the selfassessment and career lanntna process.

What Are My Professional
Goals?

What Help Do I Need
.

to Accomplish Them?
Where Do I Get
that Help?

When Will I
Do This?

One year from now:

Name: Date:
3 2 t.)-
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Spanish Project: Individualised Learning Plan

Please use this inventory sheet to help you in the self-assessment and career planning process.

What Are My Professional
Goals?

What Help Do I Need
to Accomplish Them?

Where Do I Get
that Help?

When Will I
Do This?

Tworon m now:

i 326
Name: Date:
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Spanish Project Individualised Learning Plan

VPlease use this inventory sheet to help you in the self-assessment and career planning process.

What Are My Professional
Goals?

What Hek. A Need
to Accomp:, I Them?

Where Do I Get
that Help?

When Will I
Do This?

Five years from now:

Name:32 Date:
32:
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G. Principals' workshop handouts
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AGENDA

WORKSHOP FOR SCHOOL PRINCIPALS
ELEMENTARY SCHOOL FOREIGN LANGUAGE PROGRAMS

MINNEAPOLIS. MINNESOTA
AUGUST 21. 1990

Carol Ann Pesola. Presenter
Concordia Collage. Moorhead. Minnesota

I. How children loam languagesand are they really better?

II. Communicative language teachinghow it looks and feels

III. Program models for elementary school foreign languages

IV. Conten*:-based instruction: implications for planning

V. Program planning and articulation

VI. Looking at instructionguidelinas and suggestions

319
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TYPES or ELEMENTARY SCHOOL
FOREIGN LANGUAGE PROGRAMS

Carol Ann Pesola, University of Minnesota
(Concordia College, Moorhead, MN)

Helena Anderson Curtain, Milwaukee Public Schools

IMMERSICMR PROGRAMS
Language immersion is an approach to aecond language instruction in

which the usual curriculum activities are conducted in a second
language. This means that the *1@w language is the medium as well as than
the object of instruction. Children in United States and Canadian
immersion programs are English speakers who are learning to speak a
foreign language such as French, German, Spanish, or Chinese. Tho goals
most commonly found in immersion programs are:

Immersion Goals
1) Functional proficiency in the second language; children are able

to communicate in the second language on topics appropriate to
their age level

2) Mastery of subject content material of the school district
curriculum

3) Cross-cultural understanding
4) Achievement in English language arts comparable to or surpassing

the achievement of students in English-only programs

Immersion programs vary in the amount of time devoted to
instruction in the second language (total or partial immersion), and in
the level of entry (early, middle or late immersion). The following
definitions will clarify terms and concepts associated with immersion in
the United States and Canada:

Total Immersion
The second language is used for the entire school day during the

first two or three years. In early total immersion programs reading is
taught through the second language. Instruction by means of English is
introduced gradually and the amount of English is increased until the
sixth grade, where up to half the day is spent in English and half in
the second language.

Partial Immersion
Instruction iiT the second language for part (at least half) of

the school day. The amount of instruction in the second language usually
remains constant throughout the elementary school program. In early
partial immersion programs students frequently learn to read in both
languages (It the same tine.

'Carly Immersion

Students begin learning through the second language in the
kindergarten or first grade.

Late Immersion

Students begin learning through the second language at the end of
elementary school or the beginning of middle school or high school.
Many students entering late immersion programs have had previous foreign

3"
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Late immersion programs may involve 90-100% of the instruction in the
second language for the first year and 50-80% for one or two years after
that, or 50-60% aroughout. This model is more common in Canada than in
the United Statts.

Tvo-4ay Immersion

Two-way immersion, or bilingual programs, are simile_ to regular
imm.irsion programs except that the students include native speakers of
the target language as well as native speakers of English. The ideal
goals of two=way immersion, in addition to subject content mastery, are
that the English speaking students become functionally proficient in the
second language and that the second language speakers become
functionally proficiient in English.

PTAS PROGRAMS
(Foreign Language in the Elementary School)

FLES has sometimes been used as a general term to describe all
foreign language programs at the elementary level. However, FLES is
most appropriately used to describe a particular type of elementary
school foreign language program, one that is taught one to five times
per week for class periods of twenty minutes to an hour or more. Some
FLES classes integrate other areas of the curriculum, but, because of
tine limitations, the focus of these classes is most often 'he second
language itself and its culture.

Goals:

FLES programs, like immersion programs, have functional proficiency
in the second language as their goal, although FLES students do not
attain as high a proficiency level as Lmmersion students. The level of
proficiency will vary with the amount of time available for language
instruction. Listening and speaking skills tend to be emphasized more
than reading and writing. FLES programs are part of a long sequence of
language study and lead to continuing courses at the secondary level.

Content-enriched FIJO
Some FLES programs are "content-enriched," which means that some

subject content is taught in the foreign language, and more than an hour
a day but less than half the day is spent in the foreign language. The
lesser amount of time spent in teaching subject content through the
language distinguishes this model from the i--..ersion models.
Content-enriched FLES differs from other forms of FLES in that there is
a focus on subject content instruction rather than on language
instruction alone.

In content-enriched FLES programs functional proficiency in the
second language is possible to a greater degree than in a regular FLES
program because of the greater range of topics covered and the greateT
amount of tine spent in language use. There is an additional goal of
mastery of the subject content taught in the second language.

3
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Exploratory programa, often referred to as FLEX (Foreign Language

Exploratory or Experience) programs, are self-contained, short-term
programs, usually ranging in length from 3 weeks to one year. They may
occur in the elementary school, but they are found most often at the
middle school/junior high level. Exploratory programa have many
variations, depending on the goals of the individual district. At one
extreme is the course which introduces language primarily through a
high-quality language leerning experience. At the other extreme is the
course about language, taught largely in English. The courses which
emphasize langyage learning experiences hold the greatest implications
for program planning. Students learn enough language in such courses
that they will not be total beginners in their next clAiss in the same
language, and some attention to articulation of language content will be
required.

Exploratory Goals:

Among the most common goals of exploratory programs are:
--introduction to language learning
--awareness and appreciation of foreign culture
- -appreciation of the value of communicating in another language
- -enhanced understanding of English
- -motivation to further language study

HAC 11/87
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HYPOTHESES ABOUT SECOND LANGUAGE LEARNING: S. KRASHEN

1 The acquisition/learning hypothesis

2 The natural order hypothesis

3 The monitor hypothesis

The monitor functions most successfully when these
condit. ns are met:

- -Time (is not a factor)
- -Focus on Form (is appropriate)
- -Speaker/listener knows the rule

4. The input hypothesis

--Input should be at student's "i + 1"
- -Speaking "emerges" without being taught

S. The affective filter hypothesis

The affective filter is affected by these variables:
- -Anxiety

--Motivation
- -Self-confid.ence

TENETS OF COMMUNICATIVE COMPETENCE
(Sandra Savlignon)

1. Language use is creative.

2 Language use consists of many abilities in a broad communicative framework.

3 L2 learning, like Ll, begins with the needs and interests of the leatner.

4. Analysis of learner needs and interests is the most effective basis for
materials

development.

S. The basic unit of practice should always be a text or a chunk of DISCOURSE
Production should begin with conveyance of meaning Formal accuracy in the
beginning stages should be neither required nor expected.

6. The teacher assumes a variety of roles to permit learma particIpation in a
wide range of communicative situations

from Savignon, Sandra Communicative Competence (1983). p 23-4
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CONDITIONS NECESSARY FOR
SECOND LANGUAGE ACQUISITION

1. Input is comprehensible.

2. Input is interesting, meaningful.

3. There is ufficient input.

4. Input is NOT gramnatically sequenced

5. Input is negotiated.

6. Instruction provides tools for conversational management.

7. Instruction provides opportunivy for comprehensible output

S. Affective filter is low.

CHARACTERISTICS OF
CARETAKER SPEECH

o Slower rate

o Distinct pronunciation

o Shorter, uses complex sentences

o More rephrasing

o More repetition

o Frequent meaning checks

o Gesture and visuals

o Concrete referents

o RELEVANCE

o Treating learners "as If"

f)3,71
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SELECTED
PROFICIENCY LEVELS

CHARACTERISTICS AND TECHNIQUES

from Alic Comagglo
Tachinsa Languseass in Contxt

Proficiency Level: NOVICE

Characterized by:

Memorized utterances
1-2 word answers
Naming, identifying
Personal information
Minimal courtesy

Techniques:

Personalized questions
Personalized true/false
Word associations
Group puzzles
Surveys and polls
Forced choice (Either/or questions)

Proficiency Lvel: INTERMEDIATE

Characterized by:

Can create with language
Short sentences
Short conversations
Can ask and answer questions
Some accuracybasic st..uctures

Techniques:

Personalized quesitons, completions. True/False
Dialogue/story adaptation
Create a story with visuals
Chain stories
Describing ob3ects/processes
Surveys and polls
Paired interviews
Social interaction activities
;roup consensus/problem solving
Storytelling
Role plays
Elaboration



Proficiency Lvel: ADVANCED

Characterized by:

Able to speak in paragraphs
Narrate and describ in past, present. and future time
Full participant in conversations
Elmntary grammar quite accurate
Accent intelligible
Can deal with situations in which there are complications

Techniques:

All intermediate techniques
PLUS

Situations with complications
Reactions to opinion questions

3R -,

326



RESEARCH TO SUPPORT RATIONALE FOR
ELEMENTARY SCHOOL FOREIGN LANGUAGES

Carol Ann Peso la. Concordia College. Moorhead. MN
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Andrade, t al. ":40 Languages for All Chdldren: Expanding to Low Achievers

and the Handicapped." in Languages in Elementary Schools, Kurt E. :%.411er.

Ed. New York: The American Forum. 1989, p. 177-203.
Describes student performance in the Cincinnati Foreign Language Magnet
Program: these children score well above anticipated national norms in
both reading and mathematics, and higher than the average of all magnet
school participants. despite the fact that they represent a broad
cross-section of the Cincinnati community.

Barick. Henri C.. nd Merrill Swain. "Three-Year Evaluation of a Large Sale

Early Grade French Immersion Program: The Ottawa Study." Language

Learning 25:1 (1975) 1-30.
Evaluation of school performance in comparison with all-English program.
Confirms positive results If previous research.

Bastian. Terry R. "An investigation into the effects of second language

learning on ach1evement in Em".isn'. DA 40 (12-A. Pt 1) (1980):

6176-6177. U of Idaho.
Graduating high school seniors with two or more years of foreign language
study showed significant superiority in performance on achievements tests
in English, when compared with non-foreign language students

Braga. Evelyn and John M. Newell. "High-School Performance of FLES and

Non-TLES Students." Modern Language Journal 51 (1967): 408-411.
Compares performance of two groups of leventh-grade tudents on MLA
French xamination (Advanced form) in listening, speaking. reading and

writing. One group of students had begun French in grade 7. the other
group had also had 80 minutes per week of FLES beginning in Grade 3. FLES

students outperformed non-FLES students in very area.

Campbell. Russell N.. et al. "Foreign Language Learning in the Elementary

Schools: A Comparison of Three Language Progreans." The Modern Language

Journal 69: i (1985): 44-54.
Compares language skills of students in FLES, partial immersion and
immersion programs who had studied the language for four to sven years.

Campbell. William J. Some Effects of Teaching Foreign Language in the

Elementary Schools. Hicksville Public Schools. NY: Dec 1962 ED013022

Contrasts performance in all school subjects of FLES (20 minutes per day)

and non-FLES students, all selected to have IQ of 120 or above. Data

collected over 3 years suggests that FLES has a positive effect

Cohen, Andrew "The Culver City Spanish .mmersion Program. The First Two

Years Modern Languag2 Journal 58:3 (1974). 95-103.
Demonstrates student rogress in second language acquisition while
maintaining par with English-speaking peers in math, other basic subjects

Diaz, Rafael Miguel 'The Impact of Second-Language Learning on the

Development of Verbal and Spatial Abilities." DA 43 (04-8) (1983): 1235

Yale U.
Supports the claim that bilingualism fosters the development of verbal and

spatial abilities.
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Donoghue. M:ldrold R -Recent Research in FLES (1975-80)." Hispania 64 (1981):

60/-4*.

Cit.. and summarizes basic research in FLES

Garfinkel. Alan. and Keith E Tabor 'Elementary School Foreign Languages and

Engiish Reading Achievement: A New View of the Relationship
Unpublished manuscript. Purdue University. 1987
Elementary school students of average cademic ability showed improved
reading achievement after participation in a voluntary before- ahd
after-echool FLES program.

Genesee. Fred. "Bilingual education of majority-Language children. The

Immersion experiments in review Applied Psycholinguistics 4

(1983). 1-46
Reviews structures and research findings pertaining to a variety ot
program models in the U.S. and Canada Concludes that this approach is

fees ble in diverse settings for diverse school populations.

Genesee. Fred. Learning Throu h Two Lan uavis Studies of Immersaon and

Bilingual Education. Cambridge. MA Newbury House. 1986

This complete review of immersion and bilingual ducation integrates
program data research findings. theoTerical discussions and educational

implications

Genesee. Fred. "Second Language Learning Through Immersion: A Review of U S.

Programs." Review of Educational Research 55.4 (1985) 541-561

Reviews Culver City. Montgcmery County. Cincinnati, San Diego. comparing
them with Canadian immersion programs Compares first-language

development and growth in academic areas

st_el "The ELfeetivaDese of a Partlal Immersion French

Program for Students from Different Ethnic and Social Class Backgrounds

Montreal. McGill University. Department of Psychology. 1988

Reports the results of a four-year study of Cincinnati immersion programs
Researlhers conclude that immersion students score comparably with
students in English-only programs in all basic skills areas working-class

immersion students, both black and white, scored as well as middle-class

students on measures of their listening and oral performance in French

Horstmann, Carmen Castello "The Effect of :nstruction in Any of Three Second

Languages on the Development of Reading in English-speaking Chil.c:ren DA

40 (07-A) (1980) 3840
Compared reading scores in Cincinnati program between French German and 328

Spanish learners in grade 2 and a control group There were no

deficiencies. German group shower' a significant positive difference over

control group.

Johnson, Charles E . and Joseph S Flores and Fred ? Ellison. The Effect of

Foreign Language Instruction on Basic Learning in Elementary Schools

Modern Language Journal 47 (1963', 8-11
Performance on Iowa Test of Basic Skills was compared for fc.rt.:-graders

receiving 20 minutes per dav of v.viio-lingual Spanish instr.,...-t..n and

similar students receiving no Simlish instruction No signii'lcant loss in

achievement in other subjects was found. the experimental gtJ',:p shoved

greater achievement in reading v.)cabulary and comprehension

3



Research/Rationale Bibliography

Landry. Richard G "A Comparison of Second Language Learners and Monolinguals
on Divergent Thinking Tasks at the Elementary School Lvel." Modern
Language Journal 58 (1974): 10-15.
Divergent thinking ability was improved for FLES participants over
non-FLES participants after 5 years of schooling, although no significant
difference was found after three years of schooling.

329

Lipton. Gladys C "Anne Arundal County Public ScLools FLEX Program: They Love

Foreign Languages for Childrens" The Many Pease of Foreign Languages in
the Elementary School. FLES, FLEX. and Immersion." AATF FLES/Exploratory
National Commission Report, 1985: 49-57.

Describes LEX program: 30 minutes per week, taught by volunteers in many

languages, all grades. ITBS scores for participants were higher than

those for non-participants.

Lopata. Esther W. "FLES and Academic Achievement." French Review 36

(1963): 499-$07.
Classes of third-graie children In New York City and suburban New York
schools were taught conversational French for 15 minutes daily. After one

year they were evaluated for French skills and their scores on the
Stanford Achievement Test was compared with ccores of children who had not

received French instruction. All statistically significant differences
wre in favor of the experimantal group, and seven of eight mean
di.:!erences were in favor of the exper.mentul group. Children were judged

to have pronunciation and fluency in French superior to that of high
school students with the same amount of instruction.

Masciantonio. Rudolph. "Tangible Benefits the Study of Latin. A Review of

Research." Foreign Language Annals 10 (1977). 375-382.
Examines linguistic benefits of Latin in building English vocabulary and
reading skills, based on eight projects.

Mavrogenes. Nancy A. "Latin in te Elementary School: A Help for Reading and

Language Arts." Phi Delta Kappan 60 (1979): 675-77.
Cites studies in several cities in which FLES students surpassed non-FLES
students in test performance in reading and language arts. Washington
study includes students in Spanish and French as well as Latin

Mayeux, Anthony P. and James M Dunlap. French Language Achievement The

Effect of Early Language Instruction on Subsequent Achievement
University City School District. MO. June, 1966 ED 070359
Addresses achievement in further study of the -ame language in grade 7 (20

minutes per day) after 3 years of French FLES Marked positive difference

in achievement.

Nespor. Helen Mary. "The Effect of Foreign Language Learning on Expressive

Productivity in Native Oral Language." DA 31 (02-A) (1971). 682

U of California. Berkeley.
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BASIC ELEMENTS OF TOTAL PHYSICAL RESPONSE (TPR)
Dr. James J. Asher, Berty Segal. David Wolfe. others

1. Teacher uses commands. students respond with actions, not words

a. whole body
b. manipulation of concrete objects
c. use of pictures

2. New concepts are taught through the body.

3. After introduction, commands are recombined to create novelty.

unpredictability.

4. Commands increasn in length and complexity, calling for a aeries actions as

soon as possible.

5. Al.k. activities take place in the target language.

6. Students are neither required nor taught to speak.

7. Speaking emerges when students have had enough listening experience,
usually in the forn of role reversal.

Culture applications: o Model target culture gestures and action sequences.

o Create fantasy culture experiences
o Incorporate realia and authentic material,.

BASIC PRINCIPLES OF NATURAL APPROACH
Tracy Terrell

Student stag. 1: Comprehension (preproduction)
a. TPR
b. Descriptions of pictures and persons

Information is associated with class members
Students respond with names

Student stage 2: Early speech production
a. Yes-no questions
b. Either-or questions
c. Single/two-word answers
d. Open-ended sentences
e. Open dialogues
f. Interviews

Student Stage 3: Speech emerges
a. Games and recreational activities
b. Content activities
c. Humanistic-affective activities
d. Information-problem-solving activities

Culture applications: o Use pictures and realia from the culture (Stages 1. 2)

o Use games from the target culture (Stage 3)
o Teach cultural information as subject content (Stage 3)

o Use cultural and global information for problem-solving
activities (Stage 3)
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COMPONENTS OF THE PLANNING PROCESS

Philosophy

Goals

Budget

Resources

Program Model

Staffing

Support of Existing District Staff

o Administrators

o Classroom Teachers

o Language Teachers

Choice of Language(s)

Who Should Study Languages?

Scheduling.

Curriculum

Integration with Basic Curriculum

Articulation with MS and HS

Insuring Parent Involvement

Building Public Relations

Establishing a Timeline

Program Evaluation

233A

Adapted from : Curtain. Helena, and Carol Ann Pesola. Languages and

Children: Making the Match. Reading, MA: Addison-Wesley,

1988.
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CURRICULUM GUIDELINES FOR

ELEMENTARY SCHOOL FOREIGN LANGUAGE PROGRAMS

1. Children learn languages best without recourse to Enghsh.

2. Successful language learning activities emphasize comprehension rather than
speaking at the beginning stages.

3. Language learning should occur in a meaningful communicative context:
social/cultural situations, games, songs and rhymes, experiences with arts,
crafts, sports.

4. Language learning for young children should be organized in terms of cont.:rete
experiences; thus considerable planning should go into the use of visuals, props
and realia.

5. Successful language learning activities incorporate opportunities for movement
and physical activity.

6. Language learning activities should be geared to the child's interest level and
motor skills.

7. Language learning activities should be interdisciplinary.

8. Culture is learned best through experience:3 with cultural practices rather than
through discussion and reading. Global education must be an integral part of
the curriculum.

9. Successful language learning activities are organized according to a
communicative syllabus rather than a grammatical syllabus. Grammar should
not be the object of instruction for its own sake.

10. Language learning activities should establish the language as a real means of
communication.

11. Successful language programs make provision for reading and writing of familiar
material as appropriate to the age and interest of the students, even in early
stages.

12. Children's language learning should be evaluated frequently and regularly, in
a manner which is consistent with the objectives of the program.

Helena Anderson Curtain
Milwaukee Public Schools

Carol Ann Peso la
Concordia College, Moorhead, MN
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Median percentile on the California Achievement Test

Gr_ap, Immersion Overall School Cittvide

6th grade
Math computation

Concepts & Appl.

6 5

5 6

5 1

5 4

5 4

6 0

4th grade
Math computation

Concepts & Appi.

71

7 0

2 3

3 8

4 4

5 5

3rd grade
Math computation

Concepts & Appl.

2 9

5 5

2 6

4 3

4 5

5 9

2nd grade
Math computation

Concepts & Appl.

5 4

31

4 7

6 4

5 6

5 5

34,1

335



I 111 In NM MI MN NI In MI la ON WI Ma NB lin MS MI MI OM

Summary of California Achievement Test Scores, Sp:Ing 1990

I

Jfferson
Spanish Partial immersion

School
Mainstream

_

City
Mainstream

Group 1-25
%tile

26-50
%tile

51-75
%tile

76-100
%tile

1-25
%tile

26-50
%tile

51-75 176-100
%tile %tile

1-25
%tile

26-50
%tile

51-75
%tile

76-100
%tile

6th Grade
Math Computation

Math Concepts & Appl.

7

1'

21

21

50

50

21

14

25

17

22

25

17

32

35

25

18

17

28

24

26

24

28

35

4th Grade
Math Computation

Math Concepts & Appl.

7

13

7

7

40

40

47

40

56

25

25

44

11

13

7

18

31

22

25

26

24

24

21

28

3rd Grade
Math Computation

Math Concepts & Appl.

46

32

43

18

7

36

4

14

52

38

17

19

17

19

13

23

32

23

24

22

22

24

22

31

2nd Grade
Math Computation

Math Concepts & Appl.

23

41

27

27

27

9

23

23

37

24

20

13

15

23

28

40

30

27

17

21

21

24

32

29
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MINNEAPOUS ACHIEVEMENT TESTS

Miami Mk*
Public
Schools

School

CAUFORNIA ACHIEVEMENT TESTS FORM E LEVEL M

I4113,1111110N CONTINUOUS Geode Date of Testing

11161111:1MTICS
CONFUTATION

SCHOOL NRINSTRIFAN CTIT 1111111MWAN

MUNN NEDV81
RAW 1-20 10-80 51-70 70-00 RAW 1-20 38-80 81-79 7B-Oe

N $CORE %ILE %ILE %ILA 911.9 WOK SILL %ILE %ILE WM

INDIAN AMER MAN 1 100 0 0 0 30.0 21 Se 20 15

AFRICAN AMERICAN 24 24.5 SO 29 21 0 30.2 29 35 23 13

ASIAN AMER I CAN 5 20 20 40 20 40.7 3 IS 29 51

HISPANIC AMERICAN 3 o o 0 MDO 36.3 12 24 32 32

UNITE AMERICAN 29 43.2 7 17 14 02 37.7 I I 23 28 38

MALE

FEMALE

TOTAL

354

29 33.0 38 14 24 24 33.1 22 27 25 23

33 39.0 IS 27 12 45 35.1 14 211 27 31

53 23.0 25 22 17 25 34.7 II 211 24 25

-4

I.
-4

1-

1
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CALIKIRNIA ACHIEVEMENT TOWS FORM E LEVEL 16

Minosapolis
Poblk
School.

School 1 40"111000 SWIM Grads Data of Tooting

00110104T3121
C00110/112111

100OL 1150150001 CErt 101115110AN

INDIAN AMERICAN

AFRICAN AMERICAN

ASIAN AMERICAN

magoawac AMERICAN

WHITE AMERICAN

MALE

EMUS

TRTAL

1001M SEDUM
RAW 1-25 2111-55 54-71 74-111 RAW 1-25 25-50

MI S3JME SILIE %ILE VILE WOK %ILE ILILE

4

0

3

a

14 28.0

0

26

0

0

0

17

0

7

0

25

0

33

17

17

25

21

0

SO

0

33

67

33

63

50

100

0

0

33

17

33

13

21

30.0

30.3

40.7

38.5

37.7

33.8

36.8

24.7

20

26

3

12

11

22

14

18

38

36

18

24

23

27

28

28

51-75
%ILE

75-59
sELE

20 16

23 13

22 SI

32 22

26 28

25 25

27 31

211 28

3 5

t1.1. I(.'s'I.)I ,u.Ø 4 I '1

1

7

7
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libinnespelis
PANG
&look

Sdisol

1111111111115,21:5

amarTs Mt.

17119552951 0111111510115 Gods Das of Ustimej

tit 91.11

.3 .

- - - . - - WOK 11111111111WJM CITII 1111111157501111

OMAN
DMKM 1-25

MD
25-90

141.11
21-15

%ILI
711410
MA

MUM
NAV
MO

1 21
%Hi

21-40Mt

1 KW 0 0 0 al .3 22 35

34 39 .0 25 1. 21 25.3 30 23

$ 0 40 50 0 44.$ 5 22

0 0 510 0 41.5 15 20

29 45 .11 7 31 52 45.4 I It

39 40.3 17 21 32 24 1.5 if 33

Ti 40.$ 1$ 20 27 27 41.7 10 24

113 40. 2 17 20 22 23 1.7 7 24

1.11..

51-75
1111.19

WOO
WILD

24 19

21 15

31 42

25 30

2$ 49

34 311

24 25

34 25
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1.410,

Minneapolis
Public
Schools

Sthool 4111PORININ 1PAIUSI1 1
NMINIGATICS

coscums a PL.
WOOL MUNSTIWAI

SIMIAN
RAW 1-25 31-110 51-711

N SCOW 2141 %ILE %ILE

INDIAN AMERICAN I o 0 IMO

AFRICAN AMERICAN o so SO

ASIAN AMERICAN 0 0 o 0

HISPANIC AMERICAN 3 33 0 33

UNITE AMERICAN 6 17 17 50

MALE 6 17 17 50

FEMALE I 13 25 50

TOTAL 14 40.81 14 21 50

Grade DOD of Taming

CM 11111115TMEM

knits 1

MEDIAN
75-115 kW 1-25 25-50
%ILE SCORE 511.1 %ILE

o 34.2 22 35

0 35.3 30 33

o 44.5 5 22

23 41.11 15 ..

17 45.4 a 111

17 41.9 17 23

13 41.7 II 26

14 41.7 17 24

415°4

M

51-75
ME

76-10
'2ILE

24 IR

21 15

31 42

35 30

25 49

24 36

24 35

24 35

359
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1,1
14,.1

fAionospolis
Public
Schools

School
1 JEFFERSON

awriamus Grads 4 Date of Tooting 1..s.plins 90

MATHEMATICS
CONFUTATION

- - - SCOWL MAINSTREK4 CITY MAIMS. TWO

N

MEDIAN
RAW
SCORE

1-25
%ILE

2160
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61-75
ISLE

78-SS
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RAW

SCONE
1-25
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26-50
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61-76
%ILE

78-SS
ISLE

INDIAN AMERICAN 2 0 100 0 0 31.9 44 25 19 12

AFRICAN AMERICAN 27 23.8 78 15 7 0 31.1 40 27 14 10

ASIAN NNERICAN Is SS 33 ii 0 42.8 11 iS 24 40

HISPANIC AMERICAN 0 0 0 0 0 35.5 30 30 26 13

WHITE AMERICAN 17 22.5 29 29 18 24 40.2 10 24 29 28

MALE 32 28.0 54 22 14 9 38.0 33 25 23 19

FEMALE 22 28.0 59 27 9 5 37.8 20 24 24 23

TOTAL SS 28.0 56 25 11 7 36.19 31 25 24 21
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Public
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WO TE AMERICAN

MALE

FEMALE
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1

5

o

1
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a

7
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.11114111
RPM
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0
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o

0

0
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0

7
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o

0

o

0

12

13

0

7
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o
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o

0

50

50

29

40

711-911
%ILE
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40

0
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36

29

71
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30.9

31.1

42.6

36 . II

40.3

31E0

37.6

25.6
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1-211
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25-50
%ILE

51 -75
%ILI
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44 25 19 12

46 27 IS 10

11 15 34 40
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IS 24 29 26
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22 44 11 22 18.0
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25 44 13 18 44.9
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39 34
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11 20
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0

0
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MINNEAPOLIS ACHIEVEMENT TEM

CALIFORNIA ACHIEVEMENT TESTS FORM E LEVEL 13

firl
U.,

IlAirtneepelis
Peb lic
Schools

school Freassm mum Grade [-n Date of Twiny [seem lad

Nonwommes
CONCEPTS 4 AIM-

WOOL 111UNMENII CM ISUISIR ial

INDIAN AMERICAN

AFRICAN AMERICAN

ASIAN AMERICAN

HISPANIC IIE RI CAN

' MITE AMERICAN

MALE

FEMALE

TOTAL

3%

SEBUM NIEDUN
RPM 1-25 211-50 51-75 711-90 IVY 1-211 213-50

N IMBUE SI LE ISLE %ILE ISZLIE SCOIRE ME 5111.11

1 0 0 100 0 35.5 34 30

a 25 02 SO 13 34.7 35 28

I 0 0 0 900 40.1 17 20

4 75 0 0 25 37.3 25 24

14 34.5 25 21 34 7 40. 5 13 IS

14 33.5 21 14 50 14 311.9 23 19

14 24.0 43 21 21 14 31.0 22 24

211 37.5 i 22 15 36 14 55.5 22 22

sl'IP6

51-75
'ME

76-99
NILE

21 14

21 1 t

24 39

20 2$

27 45

25 33

23 29

24 31

1071 Data ftwintuen awe . SII 321
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MINNEAPOLIS ACHIEVEMENT TESTS

CALIFORNIA ACHIEVEMENT TEM FORM E LEVEL 13

rItk
klitodaPolis
Public
Sdioois

School IAFP117 CONTIMMOUS

MATHEMATICS
CONCEPTS I L. - - - - MAINSTREAM

Geode a Duo of Testing Erns 90 I

IND I AN AMERICAN

II

2

IMOLA
UN

SCORE

AFRICAN *MINI CAN 19 29.0

ASIAN AMERICAN 7

HISPANIC AMERICAN 1

'WHITE AMERICAN 21 29.5

MALE 28 36.5

FEMALE 24 34.0

TOTAL 52 35.8

UU NallaaMassl

MOWN
1-25 28-80 81-78 78-911 RAW 1-28 28-40 al -715 711-118

MILE TAILE SUE %ILE SCOW %ILE %ME SILE MLR

23 33 33 0 35.5

53 21 15 0 34.7

14 29 29 29 40.1

too o o o 37.3

19 14 IS 48 40.8

as 18 21 25 38.9

42 21 17 21 38.0

se 19 19 23 35.5

443
s

34 30 21 14

39 28 21 IS

17 20 24 39

21 24 20 28

12 18 27 45

23 19 25 33

23 24 23 21

22 22 24 31

,

10 7 I Oho agnoves Co, %Is I it
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MINNEAFOUS wan Emmen 71ENTS

CALIIK1RMA kanansiva TOTS FORM I LEVEL 12

!Wool EirrnINN NIVANINN Grade a Dos of Tostiog km" l

NATIENATICS
CINPIRATUNI

*ALE

float(

70144.

3-, (I

NOOK INNINITREAN CM NAINSTOUN

N

MORAN
1-315kPl Sat 211-110

1111L1
51-711MI 75-1111

WS
EM

NAN
IONE

t-211
snx

35-40
%LUZ

111-75
SUE

70-35
NILE

o 0 0 Ica 40 5 22 20

9 44 33 22 0 m1.11 44 le le 17

1 0 100 0 0 21.3 *1 17 30 311

3 33 33 33 0 111.4 34 27 23 14

s 0 11 33 911 21.2 20 19 23 43

11 30.11 30 0 411 se 20.2 30 17 21 32

11 111. 9 11 21 20.11 $1 17 21 32

22 924 23 27 27 22 20.5 30 17 21 22

-Sit %if
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MINNEAPOLIS ACIIIEVEMENIMIS

CALIFORNIA ACHIEVEMENts TFSTS FORM E LEVEL 12

491 MinoospoLs
Public
Schools

Schooi
IIMFMMOMIN

01111111610110 Grads ETA Dots of Tostiag ISPRINO 90

MATMIMATICS
COMPUTATIOM IMINFMIUM - 161991PREAM

N

MOSLEM
RNA
SCONE

3-20
SALF

26-00
SILL

01-70
SALE

76-99
VALE

IMAM
ROA
000ME

1-29
SALE

26-90
IALE

51-76
SALE

76-19
SALE

INDIAN ANWRICAN 0 0 0 0 0 11.4 40 le 22 20

AFRICAN AMERICAN 24 16.2 76 6 14.11 44 m1 IS 17

ASIAN AMERICAN 5 0 40 0 00 21.3 17 17 30 38

HISPANIC AMERICAN 1 MO 0 0 0 i9.4 34 27 25 14

MITI AMERICAN 45 21.0 20 24 20 36 21.9 20 A 23 42

MALE 42 20.0 40 14 14 31 20.11 30 21 32

FEMALE $3 99.7 23 27 15 24 20.6 SI 17 21 22

TOTAL 75 12.6 27 20 15 26 20.6 20 17 21 32

Lii

3?-'

I 11o, a slim in.% ...to ...I



UN In NI NI UM HIM On UN NM ___11111 MN MN IN SW On
MINNEAPOLIS ACHIEVEMENT TIPS

CALIFORNIA ACIIIRVFARNT TOTS FORM R

Public
Wade

School IdEPPERIONCOMINONINI Grade Lij Daft Of USIA. 110

MATHEMATICS
CONCIPTS I APPL.

SCHOOL IIAINSTINNI - 0 . CITY NAINSTREAM

NEIMAN MEDIAN
RAU 12111 WOO 61-711 711-0, IVN 1-26 MAW

N SCORE WILE ME RILE %ILE SCOW %ILE %ILE

INDIAN AMERICAN

AFRICAN AMERICAN

ASIAN ANTSICAN

0

24

S

26.0

0

38

0

0

13

20

0

13

20

0

17

SO

HISPANIC ANFRICAN 1 o 100 0 0

WHITE AMERICAN 45 33.5 6 11 29 51

MALE 42 21.5 21 17 24 38

FEMALS .."1 22.2 27 6 21 42

TOTAL 73 31.9 24 13 23 40

3

27.7

27.7

21.9

29.3

32.6

30.1

30.7

30.9

41 27

42 25

19 IS

29 24

IS 18

26 21

27 21

27 21

OI-711
%ILE

711-10
RILE

16 16

19 IA

26 38

27 20

27 40

22 31

25 2C

24 29

1
3S i .

1071 .apta Neettenition Core. U1211



Minneapolis

Public

Schools

MENNEAPOUS ACHIEVEMENT TEr
CALIFORNIA ACHIEVEMENT TESTS FORM E Leal. 12

School I, dIEFF7MMMO SPAWNS Grade I5-1 Date of Testing ly!../.Ng

MATHEMATICS
CONCEPTS I APPL.

SCHOOL MAIIISTMEAM CITY NADSITMEAN - - - -
NEIMAN MOM
MAN 1-29 28-90 21-71 78-9e Mae

N SCOPE SILL SOLI MILE %ILE SCOME

MIMI AMERICAN

AFRICAN AMERICAN

ASIAN AMERICAN

0

1

0

SO

100

HISPANIC AMERICAN a 3$

MITE AMERICAN 22

MALE 11 27.0 36

FEMALE I 1 29.5 45

0 o 0 27.7

44 0 0 27.7

0 0 0 31.1

23 0 2S.S

11 il Se 32.6

27 13 11 30.9

27 0 27 30.7

27

,

2 23 30.5

4-22
SALE

28-80
SOLE

81-72
SOLE

78-98
ISLE

41 27 14 16

43 25 IS 14

19 19 24 24

29 24 27 20

15 18 27 40

26 21 22 31

17 21 25 21

27 21 24 29

[

3/%14 5 , k'i

3S
----- .1

TOTAL 22 27.2 4 1
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CALIFORNIA ACHIEVEMENT TEM FORM E LEVEL 16
TORT OF PUPIL RAW SCORIS WITH NATIONAL PEXCENTILE RANKS

ich"
JEFFERSON SPPN1 Grade L

Ost. at Testing

. 36

soft isk. I

W1JWI NO NATNOMIT7C2 NATmliNRTICS
fOCNILILARY COOPRENEN. COMITAT 1

RS NIL RS NIL RS NS RS NS

N sows

M It
F
r

es

11
39
26

s
51
21

51

;
I

_

sis

is
48
38
47
52
46
46
49
37
46

10
68
311

s2
97
66
58
70
21
58

so

33
36

29
1

41
39
31
22
35

41
66

36
76
76
68
611

IS
15
65
32
SO
7 I
52

MI

26
41

33
40
41
41
44
38
77
49
30
ST
44
43

14
57

32
53
ST
57
59
46
43
69
24
97
61
65

.

...._29-.., .
r
N

F
/4
F

33
44
40
36
IS

AO

33
68
53
43

S
55

F
F

11

I4

F

4/1
32
S I
32
27

I I
32
90
IS ;

23 '

46
24
S4
43
25

58
17
97
49
19

36
27
42
40
34

i
,

,

I

!

May/ 42,0 SI,73 67.0 7 0,14 .. ,
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mo on um um on mu on no EN NM EN NM la NO IBM
MINNEAPOLIS BENCHMARK TEM

4.1aneapO:ss
74*. Public

sciwouis
Sammipi r XFP9110311 SPAIMISt r1 I Date CA Teitierj IMMO 90

minstsrAm

% WMER
HALF

NA1MENATICS
- -

irs

S01001.

S PASS
% WPM

HALF PASS

an MAINSTRIAN

II MAO
HALF

UPPER
WAX

INDIAN AMR ICAN 0 0 0 0 47 RI 32

AFRICAN AMERICAN 7 57 71 29 65 71 29

ASIAN ANERI CAN 0 0 0 0 93 33 67

HISPANIC AMEQICAN 0 0 0 0 73 in 46

WHI If MIER:CAN t 3 100 62 36 90 36 64

MALE 13 77 49 3 t 71 51 49

FEMALE 7 100 57 43 SI SO SO

TOTAL. 20 95 65 35 79 51 49

3 F1)

1
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MINNEAPOLIS BENCHMARK TESTS

Miegtocpatts
Puttisc
Sclacials

SCh4c0 I dErrensom CONTINUOUS
4

SOCIOL NUNS/WEAN
MATHEMATICS

N SPASS
IL LOVER

MIX
7. UPPER

LJ

INDIAN AMERICAN 4 25 100 0

AFRICAN AMERICAN 29 34 97 3

ASI AN AMERICAN 5 110 GO 40

HI SPANIC AMERICAN 0 0 0 0

wN1TE AMERICAN 27 el 46 52

MALE 22 SS 62

FEMALE 43 SS 70 30

TOTAL SS 64 75 29

1 PASS

1

Coilt; 'OPIUM 90

-CITY -NAIP6T9EM1

1 LOVER
NALP-

67 611

GS 71

93 33

73 52

90 36

70 51

I 1 SO

79 G 1

-Th
11 UPPER

NAL,

32

29

I

GT :

I

49

SO

41



MINNEAPOUS BENCHMARK TESTS
STUDENT ROSTER OF RAW sawn

1

mei
,

INIPPER50/1 Witsasm Grade I Si Dais of Testing !PRIMF..
PAGE 1

READING
TOTAL

RAN PERCENT
OEMMINO
POEM

TOMO.
PERCENT

CONINE .
MOW

TOTAL
NW PERCENT

MCOP .
PENCENT

CONC.
T111XNT CITTECIORI

SEX SCOW CORRECT UM= CORRECT OIRRECT %COPE CORRECT CORRECT CONNECT SCORE

OCINIII
t scow 70 15 20 35 415 25 40

F 111 $7 100 95 77 51 vs 100 e5 2.0
F SS 97 SOO 100 94 58 85 100 43 4.0
F 64 91 100 100 43 50 72 64 73 2.0
N 62 89 ice 95 SO 48 74 68 76 2.5
N 55 79 93 90 66 40 75 92 65 3.0

OS
38
S8

93
SO
$O

92
117
93

90
35
85

114

43
71

49
36
40

75
56
71

*4
56
00

70
55
05

2.5
2.0
2.0

61
Ve

87
100

100
100

15
100

83
100

38
65

58
$00

26
100

48
100

2.0
4.0

* 67 96 100 05 94 50 77 80 75 3.5
F 61 87 73 95 89 4S 74 76 73 2.0
at 0$1 83 93 eo 90 so 77 64 73 2.5
F 70 100 101. 100 100 03 117 100 95 3.5
N 5$ 83 100 90 71 28 43 52 38 1.0

a 55 84 too so 00 4$ 74 611 76 2.0
F 70 1100 100 100 100 61 84 as 53 4.0
a 67 96 100 95 94 84 OS 100 Is 4.0
* 70 100 100 100 100 01 114 se 93 4.0
st 118 83 100 90 71 01 04 100 90 3.5

*1-1
*No`

11.8 1111.31 1111.11 80.0 63.5 51.2 7J.7 84.1 711.4 2.80"

) $6.0 80.0 00.5 82.1 74.2 48.7 74.8 78.1 ` 72.5 2 .91)sPoTA-

ea
Passing score ter Reading is 48. Passing *owe for Ratimmetics Is 40.

t take all tests.

392 ni, ri. Cor -,..., R 1,1



MB MI MI IMO ME MI OM NM MI NM NM
MINNEAPOLIS BENCHMARK TESTS

SIUDENF BONER OF RAW SCORES

rimulikI MilIfI1411101.
... iNtIC

X..4: Schools
School i JEFVERSON SPNIIIN

L

1 N

TUDINT! II
N E MEM SEX WNW ECTCONN

NW PERCENT

RE AD I
IDOL

.....

I

MAXIMUM
DM SCONE 70

caws so (iiir--"Avornvas A DAMNS SCOPE or

MAINSTREAM
TOTAL

3 9 3

11EMONS NADDINTICS
N PCT N PCT

20 95 . 0 20
20 95.0 20 55.0

1

1

MN Ell .IIIM MIA
T s

d ,

Grade Lid Date of Tooting r;;RILIS

PAGE 2

N
*COD= VOCA5.
P ERCENT PEW
CONNECT CoNnEcT

CONPItE .
FENCED,
CONNECT

a a a
MOOR CATEOORY

NATHENA TICS
TOTAL COMP. CM.

RAW PERMIT placer MONT CATEGORY
SCONE_0093tECT CORLECT CONNECT SCONE

GS 25 40

OUTDO PASS GROUP Norm esEMP RETAIN MU, UNCLASSIFIED
N PCT N PCT N PCT N PCT N PCT

20 95.0 11 90.0 2 10.0
20 95.0 IS 90.0 2 10.0

3 9 4

\ 11...
sa 1 I EWA Ranuandinas C.... -4

v

*A.

L.)
0%0


